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ABSTRACT 
TEACHER EMPOWERMENT AND SCHOOL RESTRUCTURING 
MAY, 1990 
CAROL A. KARAFOTIS, B.S., FITCHBURG STATE COLLEGE 
M.ED., BRIDGEWATER STATE COLLEGE 
ED.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Kenneth Ertel 
This dissertation deals with the concept of 
teacher empowerment and its role in the current school 
restructuring movement. The ideas of teacher 
empowerment and school restructuring are being 
investigated because the concensus of those associated 
with the schools, either directly or indirectly, is 
that there is a need to improve America's educational 
system. 
Teacher empowerment is a term applied to the 
process of strengthening the teaching profession. Thi 
process requires formats within the school which 
provide teachers greater access to information and 
encourages greater involvement of teachers in the 
decision-making process. Advocates of school 
restructuring call for the decentralization of the 
bureaucratic organizational structure of schools. 
School restructuring would create within the 
organization and in each specific school a style of 
leadership which fosters a greater degree of 
participation by staff in the decision-making process. 
This movement toward more democratic school 
organizations is congruent and integrally related to 
the teacher empowerment construct. 
This study was a both an historical and descriptive 
review of the research, literature, legislation, and 
policy related to teacher empowerment and its role in 
school restructuring. The goal was to develop a 
conceptual framework for understanding the nature, 
antecedents, and consequences of teacher empowerment. 
The researcher described and systematically analyzed 
the many facets of the subject and its possible impact 
on the schools. The results represent an analysis of 
the potential for teacher empowerment to affect the 
school improvement movement. 
Key Words: Teacher empowerment, school restructuring, 
school organization, school-based management, school 
leadership, teachers, learning environments, teacher 
professional ism. 
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CHAPTER I 
THE RESTRUCTURING OF SCHOOLS AND TEACHER EMPOWERMENT 
The term teacher empowerment is one which is being 
used more and more frequently in today's educational 
literature. The literature suggests that it is a 
concept which has the capacity and potential to improve 
educational systems. Theoretically, the concept of 
teacher empowerment provides a direction in which to 
move in order to enhance the teaching profession and 
improve learning environments for students. Whether or 
not teacher empowerment will make a difference in the 
educational system will be determined by an array of 
factors. Therefore, each facet of the construct will 
need to be explored and understood in the context of 
educational change. 
Background 
What then is teacher empowerment? The educational 
literature is now referring to the term empowerment in 
a variety of contexts. It is actually not a new 
concept, but rather, one which has appeared in 
educational, organizational, and psychological research 
relative to the process of change. Empowerment can be 
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viewed as a either a strategy or a goal toward which 
individuals strive if they wish to grow and develop. 
According to Webster's New World Dictionary the term 
empowerment has two meanings. The first one deals with 
giving power and/or authority to another; and the 
second meaning has do with giving ability to or 
enabling another. Both of these definitions are an 
integral part of any productive change process whether 
it be within the individual, the school setting, or an 
organizat1 on. 
Initially, when defining teacher empowerment the 
focus has been shared power within the school 
organization. As stated, the term "empower" by 
definition means to give power or authority to another. 
The underlying assumption is that at the school site, 
the principal has the power and s/he will now need to 
work to develop formats in order to share that power 
with staff. This denotes that the principal is giving 
something to someone else and for some there is a 
belief that the more that power is shared, the less 
power/authority there will be for the principal. This 
perception can and will be an obstacle to teacher 
empowerment. However, this is but one perspective on 
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empowerment and empowerment need not be confined to the 
act of a principal sharing power with staff. 
There is another dimension to the term teacher 
empowerment that centers on providing environments 
which enable each staff member to develop his/her own 
individual power and potential, This concept enlarges 
the possibilities of growth for all those Involved in 
the school because now empowerment is not based just on 
what the principal is willing to share. It depends on 
the willingness of each person to develop the knowledge 
and the ability which will contribute to his/her 
personal and professional growth. This definition 
assumes that there will be enabling environments in 
which this possiblility can occur. The principal's 
role will focus on building a school climate which 
promotes trust and mutual respect in order for staff to 
be able and willing to grow personally and 
professional 1y. 
This personal and professional development of 
staff has the capacity to contribute to the overall 
growth of the school organization. This perspective 
intimates that there is a responsibi1ty, not only on 
the part of the administrators, but on the part of 
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other school personnel to be actively involved in the 
process of empowerment. Teacher empowerment proponents 
believe that this move toward professional development 
has the possibility of enabling educators to better 
address the many challenges facing public education. 
Challenges to Today's Educational System 
Currently the United States' educational system 
is faced with a vast array of problems. It would 
appear that in every aspect of the educational system 
there are challenges which critics would say are not 
satisfactorily being addressed by educators. The 
problems are based within the structure of society, as 
well as, within the structure of schools. 
At this time the traditional values of society are 
in a state of flux. There are many societal issues 
facing America and each has a direct or indirect 
influence on the schools. In turn, how and what is 
taught in the schools has the capacity to impact not 
only the students, but these sociological issues as 
well. The point is that the schools do not operate in 
a vacuum. If there is an opportunity to improve the 
schools, this improvement will have an effect on 
society. Therefore, a strong reason to further 
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explore this concept of teacher empowerment Is because 
of Its capacity to Improve the schools and the schools'' 
potential for developing human resources and the Impact 
that would have on society. 
Today/s schools are currently experiencing serious 
difficulties, difficulties which go deep into the very 
fabric of public education. There have been numerous 
reports and books written which illustrate this. 
Problems such as declining test scores, discipline, 
illiteracy, growing number of disadvantaged students, 
student drop-out rates, veteran staffs, teacher 
shortages, teacher malaise, and the inability of our 
students to compete with students from other countries 
are all Indicators of the scope of the dilemma. 
The reports dealing with these Issues have not 
done much to enhance the image of the schools, but they 
have spurred reform movements which have as their goal 
to Improve education. As a result, school reform is 
not only a local and state issue, but a national issue 
as well. The major reason for this may very well be 
economic. There is a perception among the citizenry 
that there is a need to have better educated workers in 
order to compete effectively in the national and 
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international workplace. This fact alone has generated 
a great deal of Interest in education. It is this 
interest and concern by the public which can provide 
valuable possibilities for all educators. 
Teacher Empowerment's Potential to Effect the 
Schools 
Proponents of empowerment believe that when the 
concept is applied to the schools, it will change many 
of the roles within the school. Teacher empowerment 
calls for provisions to be made within the organization 
to involve teachers in goal setting, problem solving, 
and decision making to a much greater degree than what 
is presently the case. The literature suggests that 
teacher empowerment will require a commitment from all 
school personnel to work together to enhance the 
educational environments. Furthermore, it suggests that 
teacher empowerment cannot be externally imposed on the 
schools, but will need to be initiated by personnel 
from within each individual school. However, teacher 
empowerment will need to incorporate efforts from a 
variety of resources both internal and external to the 
school. This varied support is needed if teacher 
empowerment is going to succeed. Due to the extent of 
7 
this type of change, teacher empowerment will be a slow 
evolutionary change, rather than a revolutionary one. 
Teacher empowerment requires a change in the many 
different roles within the school organization. One of 
the most influential roles in this process will be that 
of the principal. Historically, the power within 
individual schools is perceived by the teachers to be 
in the hands of the principals, due to a Judgment on 
their part that principals are the major 
decision-makers within their schools. One important 
aspect of teacher empowerment is a greater opportunity 
for teachers to share in the decision-making process. 
Therefore, if a change of this nature is to be 
initiated, it will be the principals who will begin the 
process in their schools. This is due to the theory 
that if change is to be effected in a relationship, it 
is the person with the power who will first need to 
change his/her behavior (Gordon, 1974). This theory is 
applicable to a variety of different power 
relationships within the school and the school 
district. The manner in which this change will be 
initiated will vary from school to school. However, 
the goal of recognizing and acknowledging the potential 
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resource that teachers bring to school improvement is 
what guides advocates of the teacher empowerment 
construct. 
Teacher empowerment through teacher Involvement 
will also necessitate a change on the part of teachers. 
Teachers will now have the opportunity to move out of 
their isolated classrooms and become a member of a 
dynamic team which addresses professional and personal 
needs within the educational setting. The professional 
needs of the teachers will be those which pertain to 
the issues of the school and how to improve 
Instruction. The personal needs will be those that 
have to do with teachers own sense of competency and 
efficacy. Teacher empowerment can also address social 
needs for sharing and interaction among colleagues 
through the promotion of more collaborative 
environments. 
On the surface, it would appear that a change such 
as this would be quickly accepted by the teachers. 
However, many teachers will be cautious as they further 
explore this idea. If teacher empowerment is going to 
be accepted by teachers, they will need to see this 
change as one which will benefit them through improved 
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opportunities for Increased autonomy and enhanced 
professional 1sm. 
Another area which will be significantly affected 
by teacher empowerment will be the school organization. 
Implementing a philosophy characteristic of teacher 
empowerment will necessitate a major transformation In 
the way schools are organized. Schools will need to 
become more decentralized and less bureaucratic if they 
are going to reflect a teacher empowerment construct. 
There will be no dimension of the organization which 
will not be altered in some manner. Areas such as 
organizational structure, decision-making procedures, 
goal identification, school culture, and school climate 
are just a few of the many components of the 
organization which will be modified when empowering 
environments are developed. 
The domain associated with teacher empowerment 
which may have the greatest potential pertains to the 
possibility of Improved learning environments. All the 
research and theories will be of little consequence if 
the opportunities for the success of students are not 
improved. Traditional belief systems about schools 
must be replaced with more powerful Ideals that 
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emphasize the role of teachers as empowering and 
enabling students to take control of their own 
learning. This suggests that curriculum and 
instruction be modified to promote acquisition of 
higher-order thinking skills for all students. Such 
modifications would promote learning activities that 
are substantially more challenging and engaging than 
what is currently the norm. Student grouping will need 
to be more varied and there will need to be more 
opportunities to promote student interaction and 
cooperative efforts among students (Elmore, 1988). 
Learning environments of this nature cannot be achieved 
with out the support and commitment of teachers. 
Teachers, who are themselves empowered, and who 
understand and accept the idea of enabling others can 
be a significant factor in the improvement of learning 
environments. 
New Directions in Education 
Modifications, which are as encompassing as those 
described, require support from a variety of sources. 
These sources of support must come from within, as well 
as, outside of the school organization. There are a 
number of factors at this time which are converging and 
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could serve to facilitate the teacher empowerment 
movement. There are numerous reports and commissions 
including : A Nation at Risk, Children in Need, the 
Holmes Report, Time for Results, and the Carnegie 
Commission on Education which point to the deficiencies 
in the educational system and the need for reform. 
These studies have indicated a need to look beyond the 
symptomatic problems in education and look more to the 
causes and how they can be remedied. One such approach 
is restructuring of the schools. Interest in 
restructuring among policy makers and professionals 
grows from the conviction that schools must change the 
way they organize the work of students, teachers, and 
administrators if they are going to meet the increasing 
demands of society (Elmore, 1988). 
The type of restructuring discussed in the 
literature points out that it will be impossible to 
change one component of the educational system at a 
time. Each segment is integrally related and a change 
in one aspect of the school organization will require 
or permit a change in the others (Cohen, 1988). 
Restructuring advocates believe that to improve schools 
there must be a change in the relationships between 
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teachers and administrators in ways that will improve 
the climate for learning. 
Change of this nature will entail empowering 
teachers with more latitude for Judgment regarding how 
best to do their Jobs. It will necessitate removing 
bureaucratic constraints on creativity, risk-taking, 
and innovation. Restructuring is a realization that 
teachers because they are closest to the students and 
understand their needs have a better appreciation of 
what decisions would satisfy those needs. 
Restructuring also means holding educators responsible 
and accountable for the decisions they have made which 
effects the standards they themselves have established 
(DIPatri, 1987). Ideas such as these which advocate 
greater involvement of teachers and other school staff 
more directly in any school improvement efforts 
indicate why teacher empowerment is an integral 
component to school restructuring. 
School restructuring and teacher empowerment are 
Interdependent concepts. The literature suggests that 
schools will not be significantly improved unless 
strategies for bringing teachers into the process are a 
central tenet of school improvement proposal. This 
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research project Investigates and explores the role of 
teacher empowerment In the process of school 
improvement. 
Rationale 
The rationale for this study is based on the 
assumption that there are significant problems in 
education today. The crisis facing today's educators 
requires individuals associated with the schools to 
examine topics which purport to improve educational 
facilities. Advocates for teacher empowerment believe 
that teacher empowerment has the capacity to improve 
public education. It was this researcher's task to 
research and investigate the teacher empowerment 
construct in order to determine if the concept has 
merit. 
Another contributing factor to the priority of 
this particular subject pertains to the significance 
attributed to the concept by the Massachusetts state 
legislature. At the present time, the Commonwealth of 
Massachusetts has indicated an interest in the concept 
of teacher empowerment through its Carnegie Schools 
Program. These schools have been established under 
Chapter 727 for the purpose of restructuring the school 
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environment to provide opportunities for teachers to 
better meet state and local goals for children. This 
represents a Important commitment to the concepts 
associated with teacher empowerment and school 
restructuring by the state. Therefore, educators across 
the state can benefit by being more informed about the 
subj ect. 
Problem Statement 
This research proposal parallels efforts by the 
Massachusetts Department of Education under General Law 
727 which was instituted in 1987. The Commonwealth of 
Massachusetts/ Commission on the Conditions of Teaching 
established schools within the state which are 
considered professional models for restructuring school 
organization and/or governance to improve the 
environment for teaching and learning. The intention of 
the Carnegie School concept is fourfold: 1. to 
restructure the environment for teaching, freeing 
teachers to decide how best to meet state and local 
goals for children; 2. to foster professional 
discretion, autonomy and accountability by first 
providing teachers with opportunities to participate in 
setting the goals for their schools and then evaluating 
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the success of schools In achieving these agreed-upon 
standards of performance; 
3. provide a variety of approaches to school 
organization, leadership and governance; and 4. to 
provide teachers with the support staff needed to be 
more effective and productive (Special Commission on 
the Conditions of Teaching, 1988). This direction by 
the Commonwealth of Massachusetts Is an Indication of 
its interest in restructuring educational environments. 
If this type of restructuring Is going to be promoted 
by the state. It behooves educational researchers and 
practitioners to become more knowledgeable about the 
subject. 
The problem was to develop a theoretical structure 
which can be used by future reseachers, prospective 
Carnegie Schools, and other practitioners which would 
clarify the many facets of teacher empowerment. An 
underlying assumption was that teacher empowerment/s 
implementation will create a systemic change throughout 
the school organization. Therefore, a review of the 
literature was completed which dealt with the many 
facets of teacher empowerment construct. This research 
suggested a series of questions and topics for further 
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research; analyzed and synthesized the available 
information; and then summarized the findings for 
future researchers and practitioners. 
Expose of the Study 
The purpose of this research study was to provide 
future researchers and practitioners a structural 
framework in order to examine and explore selected 
facets of teacher empowerment. Those facets included, 
but were not limited to: leadership styles, teachers'" 
and students' beliefs and behaviors, school climate, 
instructional environments, organizational structure, 
community relations, role of the school committee, and 
staff development programs. The term teacher 
empowerment is an encompassing concept and required a 
careful examination of each component. 
The major purpose for completing a research project 
of this nature was to advance knowledge in the area of 
school improvement, specifically through the 
implementation of teacher empowerment strategies; to 
investigate the impact teacher empowerment strategies 
have on school policy, policy change processes, and the 
power of policy makers; to provide a data base for 
future researchers and practitioners; and finally to 
17 
analyze and synthesize separate findings Into a 
coherent whole. 
Research Questions 
The following questions served as a guide to 
learning more about the theoretical concept teacher 
empowerment: 
1. What is teacher empowerment? 
2. Why is teacher empowerment a focus of school 
reform? 
3. What is the role of administration in providing 
environments which enhance teacher empowerment? 
4. What policy issues will be affected by teacher 
empowerment? 
5. What will be the role of the School Board in 
formulating and approving such policies? 
6. What are the characteristics of a school which is 
implementing teacher empowerment strategies? 
7. Why does teacher empowerment have the potential to 
improve learning environments? 
8. What effect will teacher empowerment have on school 
organizations? 
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9. What leadership strategies can be used to implement 
teacher empowerment? 
10. What potential effect will teacher empowerment 
have on teachers' attitudes toward job satisfaction? 
11. What environmental forces external to the school 
have a potential for influencing teacher empowerment? 
12. What will be some barriers to teacher empowerment? 
13. What will be the role of parents in teacher 
empowerment? 
14. What role will teachers' unions have on the 
development of teacher empowerment? 
15. What topics relative to teacher empowerment will 
need to be investigated in depth in order to more 
clearly understand the concept of teacher empowerment? 
16. What strategies can be used to promote teacher 
empowerment in the schools? 
17. In documented situations where teacher empowerment 
strategies are being implemented, how has the process 
been initiated? 
These questions served as a guideline to the 
researcher as she developed a clearer understanding of 
the many facets associated with teacher empowerment. 
The questions also helped to provide direction to the 
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researcher as she Identified researchable topics in 
this area for future researchers. 
Resign of the Study 
The goal of this project was to develop a 
conceptual framework for understanding the nature, 
antecedents, and consequences of teacher empowerment. 
Based on this design, future research can reject, 
elaborate and/or extend the conceptual framework. The 
study clarified the theoretical nature of teacher 
empowerment construct by doing a literature analysis of 
these areas: 1. the factors that faciltiate and inhibit 
the development of teacher empowerment; 2. leadership 
behaviors which influence the development of teacher 
empowerment; 3. teacher behaviors that are associated 
with teacher empowerment; 4. the effect of teacher 
empowerment on organizational development; and 5. the 
effects of teacher empowerment on classroom learning 
environments. 
The major characteristics of this investigation 
are historical, descriptive, and analytical in nature. 
The researcher traced the historical perspective of the 
teacher empowerment concept and sought to describe and 
analyze systematically its components. This was 
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accomplished by surveying the current educational 
research and literature. The researcher also examined 
documents pertaining to legislative reform, school 
policy, contractual agreements, and job descriptions. 
This information was then compiled for other 
researchers and practitioners. 
Significance of Study 
This research is significant because it provides 
practitioners and future researchers a conceptual 
framework relative to teacher empowerment based on an 
extensive review of the research and the literature. 
This review has explored the varied facets of teacher 
empowerment and its possible effects on school 
restructuring. The areas of study included: school 
organizations, school leadership, the effects of 
teacher empowerment on the role of teachers, and the 
possible implications of teacher empowerment on 
learning environments. 
This information can be used by other researchers 
associated with the University of Massachusetts/Amherst 
who are doing research on the teacher empowerment as it 
relates to school improvement. Currently a number of 
schools in southeastern Massachusetts personnel from 
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are involved in graduate work at the University of 
Massachusetts/Amherst. Their research on the topic of 
teacher empowerment brings a consolidation to the 
diversity of topics being investigated which relate to 
different aspects of teacher empowerment. A project 
such as this contributes to building networks among 
these educators. The focus of this network system is 
centered around developing a better understanding of 
the concept teacher empowerment and its effect on 
school improvement. 
This research project and others associated with 
the University of Massachusetts/Amherst provide the 
opportunity to become involved with the state-wide 
effort by the legislature to empower teachers through 
the Carnegie School concept. The information gathered 
from these studies enables educators to have a greater 
impact on the process of school improvement. The data 
provided from these studies can then be available for 
use by educational decision-makers and change agents 
within the schools. 
This proposal further offers a format to bring 
university professors and public school educators 
together to work toward improving schools. This project 
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has incorporated many of the elements characteristic of 
collaborative environments. University professors and 
public school educators are bridging the gap between 
theory and practice by working together on a series of 
studies associated with teacher empowerment. 
Definition of Terms 
This section provides the reader with the 
definition of terms specific to this study. 
Teacher Empowerment: A term applied to the process of 
strengthening the teacher profession by providing 
teachers access to knowledge and decision making 
opportunities within the school (Maeroff, 1988). 
Teacher empowerment is also described as encouraging 
teachers to have an internalized locus of control in 
order to give them the freedom, authority, and 
responsibility to act within the framework provided by 
policy and law. This provides teachers with the 
opportunities to make decisions within one's area of 
professional expertise (Frymier, 1987). Teacher 
autonomy and professionalization of teachers are also 
terms used in the teacher empowerment framework. 
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Schoo 1—Based Management; A decision making process 
which allows individual schools to be actively involved 
in identifying their own goals, identifying problems, 
and making decisions relative to their specific 
schools. School-based management is an example of the 
belief statement that those most closely affected by 
decisions should have major role in making them and 
that reforms are most effective when carried out by 
people who feel a sense of ownership of them 
(Casner-Lotto, 1988). 
Participative Management: Participative 
not a specific technique, but a concept 
that advocates employees having a voice 
decision-making process (Francis and Mi 
management is 
of management 
i n the 
1 bourne, Jr. 
1980). 
School Climate: Climate as used in the organizational 
context consists of the total affective system on a 
human group or organization, including feelings and 
attitudes toward the system and subsystems, 
superordinates or other systems of persons, tasks, 
procedures, conceptualizations, or things. Climate 
thus refers to the relationship in any situation as 
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those affectively experienced by the people In the 
situation (Newell, 1978). 
Carneqlg—SchQQ13; Professional models of schools 
established by the Massachusetts legislature under 
Chapter 727 for the following purposes: 
1* ^'° restructure the environment for teaching, freeing 
teachers to decide how best to meet state and local 
goals for children. 
2. To foster professional discretion, autonomy and 
accountability by first providing teacher with 
opportunities to participate in setting the goals for 
their schools and then evaluating the success of school 
in achieving these agreed-upon standards of 
performance. 
3. To provide a variety of approaches to school 
organization, leadership, and governance. 
4. To provide teachers with the support staff needed to 
be more effective and productive (Report of the Special 
Commission on the Conditions of Teaching, 1988). 
Organizational Structure: An organizational structure 
is a framework which establishes formal relationships 
and delineates authority and functional responsibility. 
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The hierarchy or structure of an organization Is 
usually regarded as expression of philosophy of 
management (Francis and Mllbourn, 1980). 
Col 1flborflt1 on ; Collaboration is a relational system of 
individuals within groups, in which: 1.individuals in a 
group share mutual aspirations and a common conceptual 
framework? 2. the interactions among indivduals are 
characterized by justice as fairness; 3. these 
aspirations and conceptualizations are characterized by 
each individual's consciousness of his or her motives 
toward the other; by caring or concern for the other; 
and by commitment to work with the other over time 
provided that this commitment is a matter of choice 
(Appley and Winder, 1977, p.281>. 
Professional ism: Professionalism depends on the 
affirmation of three principles in the conduct and 
governance of an occupation: 1. Knowledge is the basis 
for permission to practice and for decisions that are 
made with respect to the unique needs of the client; 2. 
The practitioner pledges his first concern to the 
welfare of the client; and 3. The profession assumes 
collective responsibility for the definition. 
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transmittal, and enforcement of professional standards 
of practice and ethics ( Hammond-Darling, 1988, p.12). 
Co_l 1 eg.L31 i ty : Collegiality is the presence of four 
specific behaviors. First adults in schools talk about 
the practice of teaching in learning frequently, 
continuously, and in concrete and precise terms. 
Second, they observe each other teaching and 
administrating. These observations become the practice 
they can reflect upon and talk about. Third, they work 
on the curriculum together by planning, designing, 
researching, and evaluating it. Finally, they teach 
each other what they know about teaching, learning, and 
leading (Little, 1982). 
Cooperative Professional Development: Cooperative 
professional development is a process by which small 
teams of teachers work together, using a variety of 
methods and stuctures, for their own professional 
growth. The definitive characteristic is cooperation 
among peers; the methods and the structures will vary. 
(Glatthorn, 1987). 
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Regtruc.tur 1 nqi Restructuring Is based on the assumption 
that improving educational productivity requires a 
restructuring of the entire educational system. 
Discussions relative to restructuring schools revolve 
around ideas such as: greater school site management 
and autonomy, more flexibility and variability in the 
organization of schools, greater teacher participation 
in school decision making, and the decentralization of 
decision making and degregulat ion of schooling (Cohen, 
1988). 
School Culture: defined as belief systems based on 
shared values, attitudes, and knowledge (Fleming, 
1988). Purkey and Smith (1982) define culture as a 
structure, process, and climate of values and norms 
that channel staff and students in the direction of 
successful teaching and learning (p.68). 
28 
Staff Devg 1 Qpment. t Staff development includes four 
interrelated components: 1. personal and professional 
growth for the individual which depends on the 
individual-his/her experiences, expertise, values and 
be 1iefs; 2. a process to meet district curriculum 
needs; 3. includes training in effective teaching based 
on current research; and 4. assists school in assessing 
organizational climate, and in improving the quality of 
work life through collegiality and sharing CSchiff, 
1982). 
CHAPTER II 
METHODOLOGY 
This research project serves the purpose of 
developing a conceptual framework for concurrent and 
future studies on the topic of teacher empowerment. 
TheLefore, the primary objectives of this initial 
research were to provide a thorough review of the 
literature on the subject of teacher empowerment and to 
synthesize and analyze this information in order to 
develop a substantial data base for other researchers. 
This chapter provides an overview of how this study was 
conducted. 
Research Design 
This design of this research study is historical, 
descriptive, and analytical in nature. The study began 
by tracing the development of the teacher empowerment 
concept which included the possible reasons for its 
advancement to the forefront of the educational 
literature. This was accomplished by examining 
educational trends at the state and national level of 
government; reviewing various state reform legislation 
relative to education and specific legislation in the 
Commonwealth of Massachusetts which incorporates ideas 
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relating to teacher empowerment. This study serves as 
an overview of the various school Improvement 
initiatives which are being undertaken and Include 
aspects of teacher empowerment. 
The researcher then explored the facets which 
affected the implementation of teacher empowerment 
within the schools. In order to do this, the researcher 
described, synthesized, and analyzed the various 
components of the teacher empowerment construct. A 
variety of primary sources were explored. These 
sources included, but were no limited to the current 
research and literature on the topic of teacher 
empowerment; an examination of national, state and 
local educational policy statements which affect 
teacher empowerment initiatives; a review of teacher 
contracts; an examination of conference topics relative 
to teacher empowerment; State Department of Education 
information relative to Carnegie Schools and 
Professional Development Schools; and a review of 
Massachusetts Chapter 727 which focused on school 
reform. 
The description, synthesis, and analysis of this 
information provides a theoretical framework for future 
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researchers. Currently, the literature addresses many 
different areas which affect the empowerment of 
teachers. The focus of this researcher was on bringing 
that information together in order to assist educators 
to better understand and predict how these concepts 
could actually be applied within the schools. The 
researcher focused on providing information which will 
help to answer such questions as: What will 
administrators and teachers need to know about this 
concept? What are the barriers to teacher empowerment? 
How do forces outside the school affect the teacher 
empowerment concept? What possible effects will teacher 
empowerment have on improving instruction? What are 
the Indicators within a school which suggests that 
teacher empowerment is in operation? This researcher 
delved into these areas, as well as a number of others, 
to provide a comprehensive review of the issues related 
to the concept of teacher empowerment. 
The summation of the findings of this research are 
a resource guide to future doctoral students, 
practitioners, and prospective Carnegie Schools who may 
be Interested in studying different facets of this 
subject. 
CHAPTER III 
TEACHER EMPOWERMENT: THE CONSTRUCT AND ITS EFFECTS 
This study deals with the subject of teacher 
empowerment and its potential to effect school 
improvement. The term empowerment although at first 
glance may have a very positive connotation, also has 
the potential to be a very controversial topic. This 
is because its implementation could have significant 
ramifications for relationships among individuals 
within American society. The reason being that any 
attempts to implement a philosophy of empowerment will 
create consequences for the current power structure, a 
power structure which affects relationships among 
individuals, as well as within organizations. This 
assertion may be better understood following this 
review of the meaning of the term empowerment as 
discussed by a number of writers, as well as an 
examination of some of the salient features relative to 
power relationships. 
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Eflwer and Empowerment 
Empower as defined by Webster means "to give power 
or authority to; to give ability to; to enable; to 
permit" (Webster, 1988 p.445). Empower comes from 
the root word "power". Power, as described by Ashcroft 
(1987) is a capability, strength, vigor, and energy 
which is manifested In action. Therefore to empower is 
to develop a belief in one's ability and/or capacity to 
act and this belief will be accompanied by able/capable 
action. The belief and the action are inseparable and 
therefore there needs to be a congruency, as well as, a 
mutual reinforcement if the belief and the action are 
to be sustained. (Ashcroft, 1987 ). This means that 
the action taken by an individual will reflect his/her 
belief system and the resulting effect will reinforce 
those beliefs which in turn will lead to similar 
action. 
Another writer, Kathleen Weller (1988) states that 
"empowerment is developing democratic social forms that 
enlarge and enhance those individual capacities which 
lend oneself to individual autonomy, collective 
responsibility, and freedom" ( p. xiv). This 
definition touches on a number of the elements which 
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are characteristic of empowerment. One element, of 
course, is the concept of democracy which values the 
rights of individuals and is egalitarian in nature. 
Much that has to do with the implementation of 
empowerment is built on democratic principles. The 
other major issue relative to empowerment, which is 
mentioned in Weiler's definition, is responsibility. 
Many would agree with its importance. For example, 
Robbins (1986) in his book. Unilmited Power, simply 
considers those who take responsibility as being 
empowered and those who avoid it as being disempowered. 
This straightforward statement leads one to believe 
that the major efforts toward empowering will rest in 
encouraging people to take responsibility. This concept 
certainly has merit and will be examined more in the 
context of teacher empowerment. At this point, 
however, Ashcroft (1987) best summarizes the term 
empowerment by stating it is a process by which one 
brings or enables another to develop the belief in 
one/s capability to act in an effective manner. 
The major focus of these definitions incorporates 
three dimensions: 1. developing in individuals the 
necessary resources to accomplish the assigned task; 2. 
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nurturing a belief within the individual that they can 
effectively accomplish the task; and 3. the taking of 
effective action by the empowered individual. The 
manner in which this is accomplished would vary 
depending on the situations and the individuals 
involved. However, what needs to be considered is that 
the concept of empowerment endorses a philosophy of 
personal growth and development. People, who believe 
in empowerment, believe in the potential energy and 
capability of other human beings. There is also an 
understanding that one is not expected to give energy 
to another; as a matter of fact, this cannot be done. 
However, what can be done is to believe in each others 
highly individual ways which transform Individual 
capability to power. This power will manifest itself 
in effective action (Ashcroft, 1987). 
If one were to accept a philosophy of empowerment, 
what impact would it have for our schools and our 
society? How would this be different than what is 
currently the practice? What does a philosophy such as 
this mean to the individuals who currently have the 
power? Are those who have the power going to want to 
relinquish what they have or allow its focus to be 
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changed? Historically, the answer has been no, at 
least, not without a fight. The old premise that 
elements of power such as information, authority, and 
responsibility are never to be shared will be difficult 
to change. It was believed that by sharing, those who 
had power would lose it (Lewis, 1987). Therefore, it 
would be extremely naive for anyone to believe that 
those who currently enjoy a power base will not have 
some reservations about the proposed changes that are 
inherent in the concept of empowerment. 
Types of Power Relationships 
In order to better understand the difficulties of 
moving toward a philosophy of empowerment, it would be 
helpful to discuss some of the implications of the 
terms power, authority, and influence within the 
organizational structure. These concepts are important 
to the discussion because of the possible effects they 
have on empowerment. 
Authority and Influence 
Power has been defined by Wrong (1979) as the 
capacity of some persons to produce intended and 
foreseen effects on others. Within this concept of 
power are the dimensions of authority and influence. 
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According to Bacharach and Lawler <1980) authority and 
influence as well as their relationship to power will 
vary from one power relationship to another. 
These authors also discuss the differences between 
authority and influence. They cite: 
For example: authority is the formal aspect of 
power; influence is the informal aspect; authority 
refers to the formal sanctioned right to make 
final decisions, influence is not a sanctioned 
right; authority implies involuntary submission by 
subordinates, influence implies voluntary 
submission; authority flows downward. Influence is 
multidirectional; source of authority is purely 
structural, the source of influence may be 
personal characteristics, expertise, or 
opportunity; authority is circumscribed, that is 
the domain, scope and legitimacy of the power are 
specifically and clearly delimited, influence is 
uncircumscribed ( p. 44). 
These distinctions relative to authority and influence 
can serve to heighten the awareness of power and its 
uses within organizational settings. It also has 
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implications for the manner in which individuals within 
organizations work with people in order to accomplish 
goals. 
In 1962, Robert L. Peabody did a comparative 
analysis of the different types of authority found in 
public service organizations. According to Peabody, 
there are two types of authority. One is referred to 
as formal authority and the second in functional 
authority. Peabody contends that formal authority 
bases are comprised of legitimacy, position, and the 
sanctions inherent in the office, whereas functional 
authority bases are comprised of professional 
competence, experience, and human relations skills, 
which support or compete with formal authority. These 
two descriptions of authority point out the different 
types of authority within an organizational structure. 
Formal authority rests more in a persons position 
within the organization, whereas functional authority 
pertains more to the competency of a person. The 
functional authority discussed by Peabody correlates 
with the term influence used by Bacharach and Lawler 
(1980). A philosophy of empowerment will want to 
develop the opportunities for a greater number of 
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individuals to use their "Influence" and "functional 
authority" in order to make organizations more 
effective, more efficient, and to have individuals 
within the organization feel more satisfied with their 
achievements. 
Compet111ve .—Cooperative, and Personal Power 
Ashcroft (1986) discusses a different 
perspective of power. She refers to competitive power, 
cooperative power, and personal power. Competitive 
power is seen as the use of "power over" another 
individual and cooperative power is the use of "power 
with" others. Competitive power is coercive and it is 
typical of relationships where one person wins and 
another one loses. Cooperative power, on the other 
hand, is a situation where people work together to 
achieve mutual goals. Personal power is not unlike 
Abraham Maslow's description of a self-actualized 
person. Self-actualization applied to personal power 
means becoming the positive forces within ourselves, 
such people are se1f-motivated, dedicated, and 
responsible. When discussing the concept of 
empowerment, cooperative and personal power would be 
the types of power most closely associated with 
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concept. Cooperative power, that is "power with", 
would be used to develop personal power. This is 
because ‘personal power develops or stagnates in a 
social environment, and it functions in a social as 
well as personal sphere" (Ashcroft, 1986, p. 148). If 
one examines the idea of personal power in relation to 
the term empowerment, empowerment becomes a process for 
nurturing and developing personal power. Personal 
power cannot be given to another, but it can be 
nurtured (Ashcroft, 1986). 
Resistance to Empowering Others 
There will, however, be initial resistance to 
empowering others and developing and enabling others to 
use the power which is within them. The most overt 
source of resistance will be from people who have power 
already because of their tendency to do things in order 
to preserve this power. Miller (1976) describes some 
characteristics of the use of power by dominant groups 
and the adaptations made by subordinate groups which 
may shed light on understanding why power is a most 
valued commodity. In this discussion those with the 
power will be labeled as the dominant group and those 
without the power will be the subordinant group. It 
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must also be acknowledged, for the purpose of this 
discussion, that the characterizations of the dominant 
group and subordinant groups are generalizations and 
there are certainly exceptions to cases. The following 
section provides insight into the relationship between 
those who have power and those who do not. This 
association has significant implications for the 
advancement of the empowerment concept. 
What are some of the benefits of having power? To 
begin with, dominant groups usually hold all the open 
power/authority and because they do they can determine 
the way in which power may be acceptably used. It is 
because of this that Miller (1976) believes that this 
dominant group has the greatest influence in 
determining the overall cultural outlook, philosophy, 
and social theory relative to society. This concept is 
also supported by Domhoff, in his book. Who Rules 
America Now. He specifically refers to the dominant 
group as the those with the wealth, but he, too, 
believes that these relatively few individuals have a 
substantial influence on the many facets of society. 
Michael Lerner (1986) also discusses power from an 
economical perspective. He asserts, "a small number of 
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people have vast economic power while the overwhelming 
majority has almost no power in the economic realm. The 
few million who own the vast resources of our society 
get to shape the basic decisions of production, 
employment, and how resources will be used" (p. 13). 
These are certainly impressive reasons for those in 
power to maintain their power base. Their influence is 
^^r-reach 1 ng and can serve to enhance their already 
strong position within the society. 
In order to maintain this position of strength the 
dominant group legitimizes the unequal relationships 
and Incorporates them into society's guiding concepts. 
They then use their skills to convince others that the 
way things are is right and good for all (Miller, 
1976). This enables those in power to maintain the 
status quo. The subordinant groups role is defined by 
the dominant group. Subordlnants are encouraged to 
develop personal and psychological characteristics that 
are pleasing to the dominant group. The dominant group 
historically impedes the development of subordinates 
and blocks their freedom of expression and action 
(Miller, 1976). If this is a reasonable premise, one 
can readily see how difficult it is going to be for 
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some members of the dominant group to actively work to 
empower those who they see as subordinates. This will 
be especially true if their belief system Is one which 
maintains that there is an inferiority inherent in 
subordinants. This idea may be counter to principles of 
a democratic society, but nevertheless, it is possible. 
According to Miller there are two components to 
the concept of power: power for oneself and power over 
others. This coincides with the earlier discussion of 
competitive power. This power over others may be seen 
as the ability to influence others and/or the power to 
control and restrict them. She believes there are some 
who see power as the ability to advance and 
simultaneously control, limit and if necessary, destroy 
the power of others. This need to control others is 
postulated on a fear that if they do not control others 
then they themselves will be controlled (Miller, 1976). 
If the current leaders consciously or unconsciously 
accept this sentiment, then one can certainly see how 
this belief system will impede the advancement of 
empowerment. This information, though limited in scope, 
is presented in order to provide an awareness of why 
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the issue of empowerment will be openly resisted by 
some individuals and covertly resisted by others. 
AgCOmPllghinq goals through Empowering Others 
In our society today it would appear to this 
writer that there is more of competitive power used 
rather than cooperative power or the nurturing of 
personal power. Also there is more of a reliance on 
authority rather than influence as a method of 
leadership. There are problems caused by this mode of 
operation and the major one Is the lack of Involvement 
and commitment by the subordinates who are being 
expected to do the task. Miller states it well when 
she says, "superiors have all the real power, but power 
alone will not accomplish the task" (Miller, 1976). 
This idea is further reflected in McClelland's work. 
He states that people who feel that they are pawns tend 
to be passive and useless to the leader who gets 
satisfaction from dominating others. If a leader wants 
to have far-reaching influence, he must make followers 
feel powerful and able to accomplish things on their 
own (McClelland, 1975). 
Lewis also refers to this when he writes about 
the relationship of power and compliance. He believes 
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there Is a relationship between the type of power used 
in order to obtain compliance and the kind of 
involvement one gets in return. If extrinsic rewards 
are used as a primary means to get compliance, 
involvement becomes calculative and becomes contingent 
upon future rewards. On the other hand, when one is 
morally committed or involved then the person engages 
in the activity because of intrinsic reasons (Lewis, 
1986). It is this Intrinsic motivation which is most 
rewarding for the individual, as well as the 
organization. This is because the person who is 
motivated to work toward goals for reasons which are 
intrinsically satisfying is going to be more committed 
and more involved in the task. When coercive power is 
used to dominate and manipulate others, then it only 
strengthens resistance to the task (Greenleaf, 1977). 
The purpose of presenting these ideas is to 
illustrate the need to look at power relationships in a 
variety of ways and to determine what is the goal of 
the person in power. The ultimate power is the ability 
to produce the desired results and to create value for 
others in the process. In order to do this effectively 
power needs to be shared, not imposed (Robbins, 1986). 
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Therefore the ultimate paradox of social leadership and 
social power is that in order to be an effective 
leader, one must turn all of his/her so-called 
followers into leaders (McClelland, 1975). These ideas 
have significance for those who currently have the 
power/authority and are in positions of leadership and 
certainly supports the concept of empowerment. 
Sergiovannl (1987a) discusses this idea of 
leadership from the perspective of the school 
organization. He believes there is a moral aspect to 
leadership because whenever there is an unequal 
distribution of power between two people, the 
relationship becomes a moral one. Leadership is seen 
by Serglovanni as a responsibility not a right. The 
leader/s purpose is not to enhance the leader, but 
rather the enterprise. "Leaders administer to the 
needs of their enterprise by being of service and 
providing help. The test of moral leadership is 
whether the competence, well-being, and independence of 
the followers is enhanced as a result of the 
leadership, and whether the enterprise of which both 
leader and follower are a part benefits" (p.36). 
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These ideas relative to leadership can be very 
thought-provoking. They present a very different 
perspective on leadership than what is currently being 
practiced. However, there is an emerging view relative 
to leadership which requires leaders to be more 
democratic, to be more supportive, and. In short, to 
consider a more holistic approach when dealing with 
others. This holistic view will encompass the personal 
and professional needs of the individuals within the 
organization, as well as, the goals of the 
organization. 
Green leaf (1977) also addresses the need of a 
leader to take into consideration the members of the 
organization and the need to build trusting 
relationships. Leaders who empathize and who fully 
accept those who go with them, despite their failings, 
are more likely to be trusted. Greenleaf asserts that 
there is a growing realization that suggests people are 
beginning to be less coercive toward others and instead 
are being more supporting. He states: 
a new moral principle is developing which holds 
the only authority deserving one's allegiance is 
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that which is freely and knowingly granted by the 
led to the leader in reponse to, and in proportion 
to, the clearly evident servant 
stature of the leader Cp.lO). 
These descriptions of leadership are 
characteristic of relationships which nurture and 
empower individuals within the organization. It would 
appear that such leadership because of its possible 
positive effects would be the wave of the future. 
However, it is apparent from the previous discussion 
relative to the power structure within society, that 
developing leaders who are dedicated to implementing a 
style of leadership characterized by a belief In 
empowering others may not be easily achieved. The 
following section will discuss the concept of 
empowerment as it relates to teachers and to 
educational environments. However, as one begins to get 
a more comprehensive understanding of empowerment, 
there is a realization that no aspect of empowerment 
can be implemented without it having a systemic effect 
all areas within its realm. 
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Teacher Empowerment 
As the literature on teacher empowerment grows 
there are more and more definitions and clarifications 
of the term. Teacher empowerment Is a construct which 
is currently being discussed as a method of enhancing 
educational settings for students by providing 
opportunities for teachers to have more Involvement In 
decisions which affect their Instructional 
environments. Teacher autonomy and professionalization 
of teachers are also terms used in the teacher 
empowerment framework. 
Teacher Empowerment Defined 
Frymier (1987) describes teacher empowerment as 
encouraging teachers to have an internalized locus of 
control in order to give them the freedom, authority, 
and responsibility to act within the framework provided 
by policy and law. This provides teachers with the 
opportunities to make decisions within one's area of 
professional expertise. Terry Mazany (1988) writing in 
a newsletter put out by NEA Mastery of Learning Project 
describes empowerment as a process of delegating 
decision-making authority to the school, the principal, 
or some other position which is affected by the 
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decision. Empowerment represents a vertical push of 
decision-making downward in the organization. 
The following is a summation of some of Gene 
Maeroff's (1987c) perceptions relative to teacher 
empowerment. Maeroff has written a book entitled. The 
Empowerment Of X&achers Overcoming the Crisis Of 
Conf1dence > AS wel1 as a number of other articles on 
the subject. He maintains teacher empowerment is a way 
to boost the status, knowledge, and Involvement of 
teachers. Maeroff believes empowerment of teachers will 
bring a greater degree of professionalization and an 
increased level of confidence to teachers. This would 
be accomplished in a variety of ways. For example, 
teacher empowerment will need to include a component 
for enabling teachers to become more knowledgeable. One 
way this is addressed Is by offering staff development 
programs developed around the professional needs of 
teachers. Another requirement is to provided 
opportunities for teachers to make connections with 
other teachers in order to escape the isolation of 
their profession and to build a sense of collegiality. 
This collegiality will lend itself to collaboration 
among teachers which will support their active 
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involvement in problem-solving, goal setting, and 
decision making. This experiences are needed by 
teachers because they provide teachers with a sense of 
control over the decisions which affect them and their 
profession. 
Another author who has written extensively about 
teacher empowerment is James Lewis. Lewis (1987) 
defines empowerment as: 
the process by which the school administration 
shares and equalizes its power with other staff 
members, such as teachers, secretaries, etc., by 
giving them the authority, responsibility, 
information, and support for accomplishing a task 
usually reserved for them [school administration] 
without or with minimum intervention (p. 59). 
He goes on to say: 
that empowerment is the foundation upon which 
teachers can develop a sense of ownership for 
performing their jobs. It will be this sense of 
ownership which can make the difference between 
work that is meaningful and relevant and work that 
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is routine, detached and unfulfilling. This sense 
of ownership is a major ingredient in building a 
sense of self-reliance, self-worth and 
self-fulfillment for teachers. Without this 
ownership, true responsibi1ty and accountability 
is difficult to realize, and without empowerment, 
ownership cannot be attained <p. 58). 
Castle, writing about the National Education 
Association's Mastery Learning Project <MLP) also 
addresses this issue of teacher empowerment. She 
states: 
First is the aforementioned assumption that many 
decisions are best made locally rather than 
mandated from afar; that is decisions must fit the 
particular contextual needs and conditions of the 
school community. Second the best decision is a 
well-informed one. Having permission and 
opportunity to make decisions carries the 
responsibility for making the best possible 
decisions. Empowerment implies informed 
decision-making for three reasons: 1. information 
empowers teachers to confront their own practices; 
53 
2. Information empowers teachers to balance reason 
and passion; 3. Information empowers teachers to 
develop a solid foundation for the decision that 
are made which can then be shared and used to 
support or argue for their decisions. Empowerment 
Implies a professional culture of Inquiry In which 
colleagues define, study, design, and implement 
needed changes in their particular school 
community (p. 5.). 
It will be in this type of setting that the 
professional competence of teachers will be greatly 
enhanced and the premise is that learning environments 
will therefore be improved because of this empowerment 
of teachers. 
The following represents a summation of the major 
objectives of teacher empowerment: 
1. To provide teachers with an opportunity to make 
better use of their capabilities and their 
creative and Imaginative skills for improving the 
performance of their schools. 
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2. To enrich the job of teachers and to give them 
management control over their area of 
responsibi1 1 ty. 
3. To unleash the Ideas, talents, and skills of 
teachers to achieve a higher level of performance 
in school, 
4. To create an atmosphere conducive to open 
communication and mutual trust among school people 
at all levels of the organization. 
5. To create an environment and frame of mind 
which challenges the traditional method of 
operating a school and is conducive to continual 
change for improvement. 
6. To establish teaching teams which provide 
optimimum opportunity for teachers to participate 
in the decision-making process (Lewis, 1987, pp. 
59-60). 
These ideas represent an overview of a series of 
definitions and objectives relative to what different 
educational writers believe about the concept of 
teacher empowerment. These educators have a belief 
that empowerment of teachers will lead to more 
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effective schools which will better meet the needs of 
not only students, but teachers, and the organization. 
In order to move toward this type of philosophy, it 
will necessitate, not only a change in the structure of 
schools, but also in what the dominant powers within 
the society believe about the role of education. 
Teacher Empowerment and the Role of Education in 
Society 
Writers such as Friere and Shor (1987) believe 
that the educational practices of today reflect the 
needs of the dominant powers within our society and 
their need to remain in power. It is their contention 
that poor pedagogical practice is reflective of a 
teaching model most compatible with promoting the 
dominant authority in society and disempowering 
students. The influence of this dominant authority 
means that education does not shape society, but rather 
society is shaped according to the interest of those 
who have the power. Furthermore it would be 
tremendously naive to expect the dominant class to put 
into practice a kind of educational system which would 
work against itself. 
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^-Philosophical lR3.r 
If there are elements of truth in this 
perspective, then this will necessitate a rethinking of 
the manner in which educational change will need to be 
formulated. Change within the school will need to 
reflect a philosophy of not only education, but of 
society. As Ashcroft (1987) states, "empowering as a 
philosophy of education addresses the future learner 
and the future world" (p. 155). In order to develop a 
philosophy of empowerment educators, business leaders, 
and government officials will need to be in agreement 
as to what it is they want the educational system to 
accomplish. John Dewey (1916) wrote about the need to 
take a holistic approach to restructuring schools when 
he wrote: 
The restruction of philosophy, and of social 
ideals and methods goes hand and hand. If there 
is especial need of educational reconstruction at 
the present time, if this need makes urgent 
reconsideration of the basic ideas of traditional 
philosophic systems, it is because of the 
thoroughgoing change in social life accompanying 
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the advance of science, the industrial revolution, 
and the development of democracy. Such practical 
changes cannot take place without demanding an 
educational reformation to meet then, and without 
leading men to ask what ideas and ideals are 
implicit in these social changes, and what 
revision they require of the ideas and ideals 
which are inherited from older and unlike cultures 
<P. 331). 
The American people are currently facing 
significant upheaval within their society. There are 
changes being reflected in all social spheres and these 
changes have ramifications in the schools. If the 
schools are going to be able to respond to these 
changes in an effective manner, then a process for 
doing this must be established. The question is- How 
will this process begin? It is this writer's opinion 
that the first issue which will need to be addressed is 
that of philosophy. Ashcroft (1987) defines the term by 
stating, "philosophy is a conscious, committed belief 
and pervasive, consistent, congruent theory and 
practice" (p.151 ). Developing a philosophy statement 
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is imperative because the powers within education, 
government, and business will need to determine what Is 
it that this society is going to represent. 
The American government is committed to democracy, 
however, this type of management style is not 
consistently represented in organizations and other 
relationships. This idea of philosophy is very much 
related to the stated goals of education. There needs 
to be a congruency between educational philosophy and 
goals because process and purpose are Interrelated in 
educational environments. 
Teacher Empowerment and Educational Goals 
Teacher empowerment and school restructuring are a 
result of a number of developing theories relative to 
research on effective organizations. These new 
perspectives also coincides with the work of 
researchers and writers, such as John Naisbitt, who 
project future trends and their impact on the American 
society. These ideas combine to support a redefinition 
of schools. This redefinition will incorporate the 
traditional goals of education, but there will be a 
renewed focus on the process of how these goals are 
accomplished. It is the renewed attention to process 
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which will have a substantial effect on school 
organizations. These new theories have the potential to 
have a favorable impact on the empowerment of teachers 
and the empowerment of teachers will be needed In order 
to effectively implement these new approaches. 
The relationship between teacher empowerment, 
educational goals, and process can be better understood 
by examining what educators have agreed upon relative 
to goals. Different commissions at different times 
have been established in order to identify what they 
believe to be the purpose of education. There have 
been lists compiled which discuss such things as 
command of fundamental process and skills for learning; 
preparation for worthy home membership; civic 
citizenship; physical and mental health; taking one's 
place in the world of work; and development of moral 
and ethical character. Arthur Combs summarized it very 
well by stating that the primary purpose of 
establishing public schools was for the production of 
intelligent and responsible citizens (Combs, 1982). 
John Dewey believed that the purpose of education is to 
prepare citizens for broad requirements of citizenship 
in a democratic society. Dewey was concerned with the 
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school as a community characterized by discussion, 
communication, and cooperation. He saw empowerment of 
the individual as a means of insuring that each 
individual would be able to take a secure place in 
society (Dewey, 1916). Dewey's thoughts and ideas on 
education have helped in the past and continue to guide 
educators in their examination of the methods by which 
educational goals are achieved. This attention to 
process is articulated in his concern for the 
empowerment of the individual and the democratic 
method. 
This brief discussion of educational goals is 
presented to highlight the need to study what it is 
that educators and society want the schools to 
accomplish. It can be safely asserted that there is a 
desire to have individuals who can think, be 
responsible, and be productive members of a democratic 
society. If society expects that students will be 
informed, reflective, and responsible then there is a 
need for educators to concentrate their attention on 
the growth and development of students rather than on 
covering content and subject matter (Combs, 1982). It 
is this writer's belief that the degree to which 
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American society truly believes in the democratic 
process will be refected in the manner in which schools 
are organized. 
Xgflgher Empowerment• A Democratic Approach to Schools 
Aronowitz and Giroux (1989) noted that it ie thio 
disparity between theory and practice which has 
interfered with successful school reform. They state, 
"school reform has not been successful in the past 
because of the failure to recognize the ideological and 
political Interests underlying the dominant threats in 
school are at odds with the traditional principles 
necessary for a democratic society" (p.23). There is 
evidence within the American society that there is not 
always a congruency between the basic beliefs as 
represented in a democratic government and what is 
practiced. This is why it is so very important to deal 
with this issue of democratic ideals. Is America going 
to be a nation which is committed to the basic beliefs 
of a democracy and if it is, will there be a concerted 
effort to bring these ideals to realization through 
compassionate interactions with others? 
If the powers within society move toward a more 
empowering philosophy, one which focuses on enabling 
62 
others, the schools will, as in the past, be the 
vehicle for accommodating this change. More excitingly, 
the schools may even be at the forefront in initiating 
the change. The schools will demonstrate this by 
moving from a 1ectured-base passive curriculum to a 
more dynamic, interactive instructional environment. 
Ashcroft (1987) describes several corollaries to this 
philosophy of empowerment as it will effect the 
schools. 
They are conceptions of learning as something that 
happens to an individual, as an internal and 
subjective action, as a process of inquiry and 
discovery; of knowledge as something that can only 
be personally acquired and not given, as truths in 
each of us rather than as fixed and finite truths 
/out there/ ; of development as pergonal growth, as 
the transformation or change of powers already 
present; of classrooms as communities of learners 
helping each other to transform latent 
capabilities to active powers for the enhancement 
of all (p. 155). 
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These changes cannot and will not take place 
without the expertise and the commitment of teachers. 
Teachers will not only need to provide environments 
which empower students, but will need to experience the 
effects of empowerment on their own personal and 
professional lives. Teachers have always had power. 
This is reflected in the fact that it has been their 
decision to use their power to resist innovations which 
they have not been convinced would actually improve 
learning environments. The time has come 
redirect that power toward improving schools in such a 
manner that students, teachers, and society will 
benefit. The literature suggests this can be done more 
effectively by providing greater involvement of 
teachers in the process of school improvement. There 
is a need to work with teachers, to listen to them and 
to provide opportunites for them to listen to one 
another. There is also a need to actively engage 
teachers in goal setting, problem solving, and decision 
making. These are ways to nurture and develop in 
teachers a belief in their own ability and then to have 
that belief accompanied by capable action. This is a 
very essential dimension of teacher empowerment. 
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A philosophy of empowerment can have a tremendous 
impact not only on school personnel but on students and 
therefore society. It creates an atmosphere where 
there is mutual respect, cooperation, and a belief in 
the capabilities and the Inherent worth of individuals. 
These beliefs will be reflected in more compassionate 
learning environments within the schools. Charles 
Si 1berman wrote (1971) "that our most pressing 
educational problem, in short, is not how to Increase 
efficiency of the school; it is how to create and 
maintain a humane society. A society whose schools are 
inhumane is not likely to be humane itself" (p. 203). 
The prevailing movement toward empowerment has the 
potential to reach this goal of developing humane 
schools and hence, a society which is Itself more 
humane. However, the accomplishment of this goal will 
be most difficult because of a series of obstacles 
which will result from a variety of sources. 
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Obstacles to Teacher Empowerment 
There are significant obstacles to developing 
formats for teacher empowerment. These obstacles will 
present themselves from sources both Internal and 
external to the school organization. The success of 
teacher empowerment can be compared to planting a seed 
in a bed of rocks. The possibility of the seed coming 
to fruition will require extraordinary circumstances. 
This section provides an overview of the difficulties 
facing the advancement of teacher empowerment. These 
barriers to change are both obvious and subtle in the 
manner in which they manifest themselves. Individuals 
who wish to promote change within the system need to be 
cognizant of the following factors and their influence 
in the change process: 1. people's belief systems; 
2. school culture; 3. administrative limitations; 3. 
teacher limitations; and 4. the consequences of 
standardized testing. There are certainly other issues 
which will effect movement toward empowerment, but 
these issues will be the primary focus of this section. 
People's Belief Systems 
One element of this issue relative to belief 
systems was discussed earlier and relates to the whole 
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power and authority construct. Many people for a 
variety of reasons are threatened by any type of change 
which they may perceive will affect: 1. their power 
base and 2. their roles in the organization. There is a 
belief that they must protect those functions 
associated with their power base. This is true of 
teachers as well as administrators. Lewis (1987) 
pointed out earlier there is a belief that elements of 
power such as information, authority, and 
responsibility are never to be shared. It is believed 
that by sharing these elements of power, those who have 
power will lose it. Lewis was referring to people who 
are in positions of power, but the concept can as 
easily be applied to teachers who see themselves as 
having power/autonomy over what they do within their 
classrooms. This protectionism is going to be a very 
difficult perception to overcome. 
There is also the fact that when some leaders do 
move toward more democratic structures, there will be 
some in leadership positions who will expect gratitude 
from their staffs (Kanter, 1981). These type of 
expectations can create friction among staff members 
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and administrators which can further undermine reform 
movements. 
Another factor to consider is that individuals for 
the most part, value the status quo, the familiar, the 
security of routine. Changing people's behavior, 
especially adult behavior, is a most difficult task. 
There are a multitude of causes to be examined and they 
relate to the technical as well as the human dimensions 
of the expected change. If advocates of teacher 
empowerment believe that all teachers are going to 
support this change in their roles, they are denying 
the reality of the situation. They are failing to 
recognize the complexity of the whole process. Teacher 
empowerment will be met with resistance, not only by 
administrators, but also by teachers. 
Arthur Combs (1988) explains that many reforms 
have failed because change agents did not concentrate 
efforts on learning more about the beliefs individuals 
held before attempting to change different situations. 
The manner in which people behave is only an external 
expression of what Is going on inside the person. If 
educational reformers wish to bring about change, then 
must concentrate on changing people's belief systems. 
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This will not be easily or quickly accomplished. Combs 
i ndicates: 
The causes of behavior lie in people's perceptions 
or personal meanings-especial1y in the beliefs we 
hold about ourselves, the situations we find 
ourselves in, and the goals and values we seek to 
fulfill. 
...To change people's beliefs requires creating 
conditions for change rather than imposing 
reforms...(p. 39). 
Combs goes on to say if change is to take place, 
people must first become aware of their existing 
beliefs and see a need for changing them; an 
environment condusive to change must be established; 
people must have opportunities to confront ideas, 
discover and explore new ways of seeing and thinking in 
interaction with others; and be allowed to take risks 
in an environment which understands and accepts that 
mistakes will be made. This ability to recognize and 
effectively work through the difficulties associated 
with the human dimension of school organizations is 
essential to school change. At the present time these 
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understandings are not characteristic of most school 
cu1tures. 
One reason for this may very well have to do with 
the issue of time. "Participation and involvement in 
decisions is time-consuming, and time is a finite 
resource" Kanter, 1981, p. 223. Another factor 
revolving around the issue of time is "that the extra 
time members or workers need to invest in meetings and 
in informing themselves may not always be worth it to 
them, particularly where they feel Inadequately paid 
for the extra time" (Kanter, p. 223). The factor of 
providing time for the elements associated with teacher 
empowerment is an area which will need to be addressed 
because it has strong financial implications. 
Before leaving this section on peopled belief, 
there is another element which is associated with 
beliefs and contributes to the status quo and that has 
to do with change agents having unrealistic 
expectations for what the innovation will accomplish. 
New systems or relationships are often judged not 
in terms of how much better they are than others, 
but in terms of how far short of their promises 
70 
they fall. There is a frustration and cynicism If 
expectations that are aroused are not fulfilled. 
It is just this problem that managers often 
mention as a reason (or as an excuse) not to try 
new program that could expand opportunity and 
power: 'Let's not arouse expectations we can't 
meet and have everyone more troubled than before' 
(Kanter, p.223). 
This is certainly an Issue that will need to be 
accounted for In any strategies for implementing 
change. 
School Cultures 
This Is a broad term and Is defined as the belief 
systems within the school based on shared values, 
attitudes, and knowledge (Fleming, 1988). Cultures are 
as complex and as individualistic as the personnel 
within the school. 
However, there is a prevailing culture within many 
schools at this time which is resistant to school 
reform movements. 
Schools are by nature conservative and radical 
approaches to change have had few widespread or long 
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term successes (Rail is and Highsmith, 1986). Michael G. 
Fullan (1990), when writing about the difficulty he has 
experienced in bringing about change through staff 
development, remarks about the powerfulness of the 
school culture and its resistance to influence. 
Overcoming the resistance to change Inherent in school 
cultures will be a major cha11enge to proponents of 
school restructuring 
Joyce and Murphy (1990) discuss the complexities 
of cultural change and the problems they believe will 
need to be solved if change is going to take place. 
The challenge as they see it is: 
to create an ethos that is almost the inversion of 
the one Lortie so accurately described in 
School teacher (1975). That is, vertical and 
horizontal isolation and separation of roles will 
be replaced by integration and collaboration. 
Anti-inte11ectualism and protectionism will be 
replaced by thoughtful inquiry, inclusiveness, and 
an overlapping of roles (p.244). 
The difficulties they perceive in accomplishing 
cultural change has to do with the following prevailing 
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attitudes within the school: l. the current norms of 
decision making; 2. ideas about research and 
scientific inquiry; 3. views of students and learning; 
and 4. relationships within the school. The belief 
systems associated with these elements currently 
contribute to the resistance to change apparent in 
school cultures. Therefore, each element will be 
summarized. 
Current norms of decision making. Joyce and 
Murphy believe there needs to a format developed within 
schools which provide for democratic procedures and 
accepts that general school-improvement projects 
involve compromise and negotiated agreements. This 
concern with changing the decision-making process to 
one which is more participative in nature is a 
recurring theme throughout the literature. 
Ann Lieberman (1988a) also sees this lack of 
teacher participation in decision making as an 
impediment to teacher empowerment. She keys on the 
relationships which exist between teachers and 
principals which is characterized by a lack of 
confidence in teachers by principals. This is 
demonstrated by the paternalistic manner in which 
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teachers are treated. A belief system on the part of 
administrators which denies the potential which 
teachers could offer to the school will not enhance the 
the opportunities for teachers to expand their role of 
leadership within the school. 
Ideas about research and scientific inquiry. 
Another barrier to cultural change pertains to the 
skepticsm by educators relative to research and 
scientific inquiry. Many teachers are not aware of the 
research, and if they are, they do not believe it can 
be generalized to their situation. Even when teachers 
experience positive results from implementing research 
strategies, they tend to greet new research findings 
with same amount of uncertainty relative to its 
practicality. Joyce and Murphy maintain that "unless 
the belief system about the possibility of a scientific 
base for eduation is changed, connecting research to 
educational practice will be very difficult" <p. 247). 
Views regarding student learning. Many American 
educators believe "that home background and inherited 
ability overwhelm curriculum and teaching factors in 
learning" (Joyce and Murphy, p.248). This belief may 
point to some real Issues in the struggle to change the 
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culture of the school. These writers make the following 
observation: 
School improvement efforts depend on the belief 
that curriculum, instruction, and school climate 
affect student learning. If the culture of the 
school is permeated with a belief that the causes 
of student learning lie largely outside the 
school, in the genes and social background of the 
students, school Improvement efforts may appear 
hopeless and even rediculous <p. 248). 
If this assumption pervades the school culture, then 
the Job of restructuring the culture of the school may 
well be a deep social process rather than a matter of 
reorganizing personnel and providing opportunities for 
teachers and administrators to study and improve their 
craft (Joyce and Murphy). 
Relationships within the school. The final area 
Joyce and Murphy addressed as an area which impedes 
change within the school culture pertains to the 
relationships among staff. For example, those teachers 
who do take the initiative to improve their craft and 
become leaders within the school are not necessarily 
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treated with greater respect by their peers. "The 
group is even resented by some because they have 
received recognition. They have broken the norms of 
anonymity as well as those of autonomy" (Joyce and 
Murphy, p. 249). 
These writers further observe that these groups of 
teachers who experiment with innovation and collaborate 
are subject to rivalries and Jealousies that are not 
particularly dysfunctional in isolated settings, but 
can have serious implications for collaborative 
environments. Due to these types of problems many fine 
teachers avoid overt leadership activity because they 
fear ostracism and criticism by their colleagues. This 
is a real encumbrance to educational change, but it is 
characteristic of many school cultures. If change of 
the nature associated with school restructuring and 
teacher empowerment is going to be implemented, then 
the problems associated with school restructuring must 
be clearly understood and plans will need to be 
developed to address these problems. 
Admlnstrative Limitations 
Earlier Lleberman (1988a) discussed the lack of 
confidence that some administrators may have in their 
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staffs, but that is only one dimension of the problem. 
There are a number of other Issues associated with the 
adminstrators' role in the empowerment of teachers 
which will have an Impact on the teacher empowerment 
construct. 
Lasley et al . (1989) write about some difficulties 
administrators will need to contend with relative to 
this subject. For example, they discuss the problem of 
"building administrators who are in the best position 
to empower teacher are generally limited in ability to 
serve as empowering agents" <p. 29). Currently, 
building administrators have not had the training or 
the experiences in empowering environments. This 
coupled with the lack of time to work with teachers 
creates a substantial barrier to teacher empowerment 
which needs to be further investigated. 
Administrators also learn quickly that what is 
valued is a smooth running operation. It is what is 
expected from central office, teachers, parents, and 
the community in general. Much of a principal's time 
is spent in the office, in the hallway, and in the 
cafeteria. There has been little time spent on 
curriculum, instruction, and staff development (Howell, 
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1981). Administrators are not unlike teachers, they 
behave largely as admlnstrators before them. This Is 
"not because that is what they desire, but because the 
pressures to make it through the day are greater than 
they or anyone else would have estimated" C Lasley et 
al., 1989). 
Another important consideration is if time were 
available, how much time and energy would principals 
wish to devote to empowering teachers. "People tend to 
do as they have been done to, and few administrators 
have themselves been empowered" (Lasley et al . , p. 29). 
The experience of most principals is that they have 
been subjected to a controlling world. Therefore, they 
have a predisposition in working with teachers to 
control them. If empowerment is going to move forward, 
then administrators will need to: 
transcend their own experience and to make it 
possible for teachers to develop a set of 
knowledges, skills, and attitudes they themselves 
never commanded as teachers. And they are to do 
so within a limited time framework, a challenge 
that is difficult at best (Lasley et al., p. 29). 
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These observations provide an awareness of some of the 
complex issues involved In changing the behavior of 
principals to support a teacher empowerment construct. 
However, changing principals' behaviors Is essential to 
teacher empowerment, but again Is still only one 
dimension of the whole process. There remains the 
issue of teachers and their role in teacher 
empowerment. 
Teacher Limitations 
Ted Sizer is currently working to reform the 
schools through his Coalition of Essential Schools 
program. This program Is geared to the secondary level 
and in essence he believes that the paramount purpose 
of public schools is to teach students to think 
critically. He also stresses an academic focus to 
schools which promotes teaching subjects in depth 
rather than covering the material. Sizer does not 
associate his project with teacher empowerment per se, 
but he does see authority shifting to the classroom as 
a way of dealing with youngsters more effectively. The 
reason for mentioning Sizer's project at this point is 
because in a recent article the difficulties he has had 
In trying to implement his ideas were discussed. These 
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hindrances exist despite the fact that where Sizer's 
ideas are being implemented, they are experiencing 
relative success. These observations can be used to 
gain Insight into the complications which may very well 
be experienced in attempting to move toward a teacher 
empowerement format. 
Sizer attributes much of the resistance to his 
program to the fears, jealousies, and entrenched habits 
of teachers. He has found teachers to be one of his 
greatest obstacles to reform <Toch and Cooper, 1990). 
This observation supports Joyce and Murphy's concerns 
relative to relationships with the school culture and 
the negative effect they can have on individuals who 
wish to be Innovative. 
One further observation by Sizer was that teachers 
who have been most resistant are veteran staff who have 
had to endure "one pedagogical gimmick after another" 
(Toch and Cooper, 1990, p. 52). This is a real concern 
because one of the problems facing American education 
today is aging staff. There are fewer and fewer people 
entering the teaching profession and the ones who are 
teaching have been teaching for a number of years. This 
will be another factor to consider in the school reform 
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movement especially If these veteran staffs are 
resistant to change. 
The other aspect to consider when planning to 
implement a teacher empowerment construct is do 
teachers want to be empowered? Lortle (1975) observes: 
He (or she) yearns for more Independence, greater 
resources, and Just possibly, more control over 
key resources. But he (or she) accepts the 
hegemony of the school system on which he (or she) 
is economically and functionally dependent-He (or 
she) is poised between the impulse to control his 
(or her) work life and the necessity to control 
its vagueness, perhaps he (or she) holds back 
partly because he (or she) is at heart uncertain 
that he (or she) can produce predicatable results 
(p. 186). 
Lortie's study and others indicate that there will be 
an ambivalence relative to the empowerment issue among 
teachers. Teachers who remain in the profession tend to 
want recognition from peers and supervisors more than 
the opportunity to be involved in the decision-making 
process (Schlechty and Vance, 1983). 
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This reluctance to get involved Is a reflection 
again on the school culture and the socialization of 
the teacher within that culture. Schools have 
effectively carried out a control orientation and 
because of this teachers have subordinated "their 
concern for purpose to concern for procedure and 
credential1ing in order assure administrative 
acceptance of behavior" (McNeil, 1988, p. 436). Lasley 
et al. (1989) observes: 
They (teachers) have not only learned to behave in 
less than defensible ways; a substantial 
percentage have become quite comfortable with 
their passive roles. This fact raises the bizarre 
possibility that if more experienced teachers were 
empowered, more teachers would become increasingly 
dissatisfied with school life (p.29). 
This observation along with the realization that 
new teachers enter the profession relatively unprepared 
to function as empowered community members complicates 
this situation even more. Pre-service teachers are 
seldom instructed on how to work with other teachers as 
a team. Rather they "learn to work alone, to take 
82 
responsibility for their own classes, and to interact 
with other teachers in a spirit of polite 
non-intervention" (Lasley et al., p. 29). 
These learnings are reinforced once they enter the 
school culture. 
Lasley et al. sums it up effectively: 
...new teachers seldom enter the profession with a 
dream of being empowered, or of empowering others; 
many who have such a dream, lose it; and many 
veteran teachers have no such dream. Those who 
seek to be empowered, who are willing to commit 
the time and energy essential to achieving this 
end, are limited in number <p. 29). 
This representation of teachers7 vision relative to 
their profession is not condusive to teacher 
empowerment. 
Consequences of Standardized Testing 
There are certainly other barriers related to the 
advancement of empowerment, but one which has 
significant ramifications pertains to the whole issue 
of standardized testing and the reliance on this 
information as a measurement of the effectiveness of 
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schools. This can and will have an effect on the 
ability of the teacher in the classroom to modify 
instruction. The more society depends on the results 
of a myriad of assessments on how students perform, the 
more teachers are going to be informed of what to teach 
and how to teach it (Lasley et al., 1989). 
Wise (1988) sums up the dilemma: 
A standardized test would set the educational 
objectives for the teacher. Curriculum alignment 
would insure that the teacher would cover the 
material to be tested. The teacher would prepare 
plans and write reports to inform superiors in the 
bureaucracy that the required material was being 
covered. Evaluators would observe and inspect to 
make sure that teachers were using the proper 
methods. And finally, the external test would 
demonstrate whether the teacher had properly 
executed his or her duties (p. 330). 
This acknowledgement of the significance of 
standardized testing clearly indicates the difficulty 
there would be in trying to encourage creative teacher 
decision-making and still have to deal with these types 
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of expectations associated with standardized testing. 
Lasley et al. makes the following observation: 
... at the same time that research is suggesting 
that the individual school is the most appropriate 
unit for bringing about effective programming, 
pressures for top-down change are increasing. At 
a time when research is suggesting that local 
school administrators working with empowered 
faculty can make the most effective program 
decisions, more decisions that dictate faculty 
efforts are made distant from the school (p. 28). 
This is another example of the type of 
contradictions that educators and those wishing to 
improve educational facilities face. As with the 
others, there will be no simple answer, but change 
agents will need to be aware of these problems in order 
that they will be in a better position to be prepared 
for their consequences. Lasley et al, observes: 
The problem of teacher empowerment is systemic, 
and systemic problems necessitate a reassessment 
of the formal and informal structure of 
relationships between and among teachers and the 
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myriad of significant others who influence 
classroom practice (p. 30). 
The type of change associated with teacher 
empowerment will require a complete rethinking of the 
teacher s role. This realization corresponds with 
those who would restructure schools in order to 
improve their effectiveness. Both concepts recognized 
the need to re-evaluate the belief systems about the 
roles of the individuals within school organization. 
Restructuring schools and teacher empowerment project a 
new vision for education. Such a vision will need to be 
shared, explained, supported, and nurtured, if it is 
ever going to reach fruition. 
86 
f&hQQl Organ 1 zat I nn 
The organizational structure of the schools has 
traditionally been based on a classical theory of 
organization. This structure is characterized by 
hierarchy of office; selection of office holders based 
on technical qualification; remuneration received in 
the form of fixed salaries; personnel subjected to 
organizationally developed rules and regulations; and 
rules and regulations which have been generally 
impersonal in nature (Sergiovanni and Carver, 1980). 
This classical organizational structure is 
authority-based and therefore considered centralized. 
It is characterized on an organizational chart as a 
pyramid with the flow of command coming from the top 
down. 
This bureaucratic structure is reflective of the 
society of the time in which it was originally 
developed. It represents the era of the industrial 
revolution. It was at this time that the school moved 
from the one-room school house concept to one of the 
comprehensive high school, with standardized 
curriculum, uniformity, and more professionalization 
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and unionization of teachers. The school appeared to 
become the central agency with the responsibility to 
implement an increasing number of functions necessary 
because of industrialization and immigration (Fantini, 
1986). The bureaucratic type of structure fit the 
needs of the time. Those needs were basically to 
prepare students to work in an industrial society and 
to acculturate a large number of immigrant students. 
The Changing View of Organizations 
However, our society is now in the process of 
changing from an industrial society to an informational 
society. The difference is one which once focused on 
producing goods to one which now provides services and 
information (Naisbitt, 1982). This change needs to be 
reflected in the way systems are organized to produce 
the needed results. America's most productive 
companies have already reacted to this change in the 
manner in which they have adjusted their organizational 
structure based on their beliefs about the people in 
the organization. Authors such as Thomas Peters and 
Robert Waterman, Jr. in their book In Search of 
Excellence: Lessons from America's Best Run Companies 
and Kenneth Blanchard and Spencer Johnson in their 
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book' Xhe Qng Minute Manager have very clearly 
articulated that the new direction in companies is to 
address the human dimension of the organization. 
This new direction is characterized by: a bias for 
action; learning more about the needs of the customer; 
autonomy which manifests itself in a breaking down of 
the corporations into smaller companies and encouraging 
them to think independently and competitively; creating 
an awareness in employees that their best efforts are 
essential and these efforts wi11 be rewarded; 
executives who keep in touch with the firm's essential 
business; remaining in the business that the company 
knows best; fewer administrative layers and fewer 
people at these administrative levels; and fostering a 
climate where dedication to the values of the company 
combine with a tolerance for all employees who accept 
those values (Peters and Waterman, Jr.,1984). These 
ideas are prevalent in the country's most successful 
companies according to the works of these two authors. 
Another book. The One Minute Manager, also points 
out the need to address the human dimension of 
organizations. Blanchard and Johnson 1982) indicate 
the following: 1. people who feel good about themselves 
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produce good results; 2. there Is a need to help people 
reach their full potential; 3. management must Invest 
time In people; 4. be sure performance matches goals; 
and 5. goals begin behaviors and consequences maintain 
them. These trends, as identified by a number of major 
companies, are an indication of the changing society 
and economics which it reflects. They also indicate the 
beliefs these companies have about what will enable 
these businesses to meet the necessary challenges in 
order for them to remain successful. Those beliefs 
signify a new appreciation of the individuals within an 
organization and their role in developing and 
accomplishing the organization7,s goals. 
A Need to Re-Examine School Organizations 
It would appear that the time has come for the 
schools to begin the same process. This means that 
schools will first need to re-evaluate its current 
organizational structure in order to determine whether 
or not it is successfully meeting its goals and 
objectives. A number of sources indicate it is not. 
If this is so, it would behoove the education 
establishment to determine how the schools can be more 
successful. There is a great deal of knowledge 
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available that suggests there are some valuable lessons 
which can be learned from business and can be applied 
to schools in order to meet this challenge (Lewis, 
1986). 
One important area to examine is the way the 
school is organized. The key to effectiveness is to 
tailor the organization to the people affected by the 
organization and to the goals of the organization. This 
is what businesses have come to realize. The schools 
will also need to demonstrate this fact by establishing 
an organizational structure which is more flexible. A 
flexible organizational structure will enhance 
opportunities for teamwork, collaboration, and 
participation in order to respond to emerging problems 
and environmental changes more effectively (Owens, 
1981). An organizational structure of this nature will 
be a departure from the current bureaucratic structure 
presently in place in most schools. 
A modification of the school's structure will be 
necessary because the research clearly suggests that 
schools that emphasize supportiveness, open 
communication, collaboration, intellectuality, and 
reward achievement successfully outperform those that 
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emphasize competition, constraints, rules and reward 
conformity (Owen, 1981). This type of climate Is not 
generally found in organizations that are traditional 
and considered based on classical theory of 
administration. The problem then becomes how to 
establish a work culture in which relationships are 
authentic, people have a constructive intent toward 
each other, and can express their cognitive and 
emotional sides (Heisler and Houck, 1970). 
ft Focus on Teacher Involvement 
An organization which is characterized by these 
descriptors is one which encourages appropriate 
participation by its members. Leaders of such 
organization recognize the valuable resource within Its 
people. The aim of such an organization is to 
encourage and recognize the efforts and the ideas these 
people have to offer. It is also apparent that the 
people closest to the situation are better able to 
contribute information which can improve that 
situation. These understandings are basic to teacher 
empowerment. If an organization has these ideas 
incorporated into its philosophy, then it will affect 
the structure of the organization. This is because the 
92 
structure of the organization reflects its degree of 
centralization and hence the formats for communication 
within the organization (Owen, 1981). 
If one of the goals of the school is to empower 
teachers, it is because the school leaders believe the 
school will be enhanced by greater teacher 
participation. The educational research would 
indicate that this assumption is correct. James Lewis 
in his book, Achieving Excellence in Our Schools cites 
the following benefits to greater teacher 
participation: 1. more school people will be Involved 
in decision-making and because of this more ideas will 
be available; 2. feedback will improve because again 
the people closest to the situation are involved; 3. 
each person's talents, strengths, and interests will be 
utilized to the maximum; and 4. autonomy will make 
school people's jobs more challenging and enable them 
to fulfill higher levels of human needs, such as the 
need for self-esteem and self actualization. 
Schools which promote teacher empowerment through 
teacher involvement and teacher cooperation will 
provide opportunities for educators to collaborate. A 
collaborative school atmosphere will afford teachers 
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opportunities to build networks and bond with one 
another as they work together toward mutual goals. This 
bonding is most likely to happen when teacher are 
similarly enthusiastic about ideas and can turn to each 
other for support and encouragement (Maeroff, 1988c). 
This type of atmosphere breaks down the isolation and 
competitiveness which is so characteristic of teaching. 
It wi 1] be through implementing a belief system 
which recognizes the worth of the individual that the 
organization will be empowered. This type of 
organizational structure is generally flatter with 
fewer levels to it and more people at each level 
(Francis and Milbourne, Jr., 1980). An organizational 
structure which encourages networking, problem solving 
and creativity will bring educators close to reaching 
their goal of school improvement. 
The dilemma now faced by educators is how to take 
the present organizational structure which is 
characterized, for the most part, by a traditional 
authority-based form of management and move toward a 
organizational structure which is more decentralized 
and reflects the current research and literature on 
effective organizations. The following section will 
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focus on how that may be accomplished through the 
implementation of shared leadership in the form of 
school-based management. Numerous facets associated 
with this concept will be presented in order to bring a 
degree of clarity to this subject which is gaining 
wider acceptance within the educational community. 
School-Based Management: A Form of Shared Leadership 
School Based Management (SBM) is the name given to 
the most prevalent form of shared leadership practiced 
within the schools. It is defined as a process that 
involves the individuals responsible for implementing 
decisions in the actual process of making those 
decisions (American Association of School 
Administrators (AASA), 1988). Clune and White (1988), 
who completed a study on SBM for the Center for Policy 
Research in Education (CPRE), refer to SBM as a form of 
management which increases the authority at the school 
site. The school becomes the primary unit of 
educational decision-making. The belief is that the 
"closer a decision is made to the student served by the 
decision, the better it is likely to serve the student" 
(Clune and White, p.3). Another writer investigating 
the merits of SBM, Carl Marburger, in his book. One 
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School at a Time, enumerates a series of beliefs 
associated with this type of organizational structure. 
These beliefs are congruent with the literature 
relative to effective management and the teacher 
empowerment construct. The following represents a 
summation of the beliefs which are the foundation of 
the School-Based Management concept: 
1. When persons affected by decisions participate and 
share in making those decisions, better decisions will 
be made. 
2. When persons are involved in decision making, they 
have more ownership and commitment to outcomes. 
3. People who function closest to the decisions that 
must be made and who are involved in operating as a 
result of those decisions are in the best position to 
help make decisions affecting that operation. 
4. SBM can respond more effectively to the needs of its 
students and community it serves. 
5. Schools and teachers are to be held accountable for 
results, then they should share in making decisions 
about how the school will operate. (Marburger, 1985) 
96 
SghQQl-Based Management and Professionalism 
Schools which are structured in a manner which 
reflects this belief system will contribute toward the 
greater professionalization of teachers and will also 
make great strides toward developing more effective 
organizations. These two concepts are mutually 
supportive. The Holmes Commission (1986) refers to 
their Importance when it indicates that in order to 
make schools better places for teachers to work and to 
learn, there needs to be a change in the current 
bureaucratic system. Teachers will require more 
professional autonomy and more leadership roles. The 
Commission went on further to say that schools where 
teachers can learn from each other and from other 
professionals will be schools where good teachers will 
want to work. 
These ideas also parallel information relative to 
future organizational structures. Peter Drucker (1988) 
refers to these future structures as knowledge-based 
organizations. He asserts that these new organizations 
will be composed mostly of specialists who direct and 
discipline their own performance through organized 
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feed back from colleagues, customers, and headquarters. 
There will be greater emphasis on individual 
responsibility, relationships within the organization, 
and improved communication. Knowledge workers will 
resist the command and control organization which is 
typical of authority-based structures CDrucker, 1988). 
Sergiovanni and Starratt (1988) also offer a 
perspective on the differences between authority-based 
and professional-oriented organizations. Their writings 
address the issues of power and authority within the 
organization. They state that professional 
organizations differ from other organizations in the 
nature of their authority and power systems. 
Professional organizations are characterized by the 
development and application of a pluralistic power 
structure. This means that power is spread throughout 
the organization based on the ability and competence of 
the people Involved. Furthermore, power is dynamic in 
the sense that power shifts from person to person 
depending on the circumstances. This also contributes 
to the interdependence of professional organizations 
because of the coalition of individuals which through 
their competence are able to command authority at a 
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given time. These organizational structures are 
considered functional because power needs to be 
constantly examined in terms of one's competence and 
the task at hand. These ideas also support Tucker's 
(1988) conclusion that schools will need to move toward 
3 performance-based organizational structure which is 
characterized by a movement from the management of 
people who are told what to do, to people who think for 
themselves. This ideas offers some insight into the 
direction of future-oriented professional 
organizations. Many school systems which are moving in 
this direction are using the SBM format to accomplish 
this goal. 
A Move Toward Decentralization 
Needless to say, the implementation of these 
beliefs will necessitate a restructuring in the way 
most schools are organized. Today for the most part 
schools are very centralized. There is a concern for 
equity and many times this concern for equity manifests 
itself in uniformity. The literature today in 
business, as well as in education, is pointing out the 
need to take each situation and address the specifics 
relative to that situation. An organizational 
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structure which provides for SBM will differ from what 
Is currently being practice in most school settings. 
It will require a movement away from the centralization 
of decision-making toward decentralization; a change 
from hierarchial structures to flatter structures; a 
flow of communication in all directions rather than 
Just top down. Networking, collaboration, and 
colleglallty will become more prevalent throughout the 
school. The way an organization is structured 
determines how the goals of that organization will be 
accomplished. A structure reflective of a SBM 
philosophy indicates the value of each individual 
within the organization in accomplishing the goals of 
the organization. 
School-Based Management recognizes that effective 
schools will require considerable autonomy to allow for 
the most sensible fit between particular forms of 
instructional organizations and current practices, 
existing staff capabilities and student and community 
needs. This is important because the main rationale for 
SBM is to improved the productivity of the educational 
system. Schools have not been able to respond to the 
individual needs of students and staffs because of the 
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rigidity of the organizational system. SBM recognizes 
that "decisions about the most productive form of 
instructional organization need to be made close to the 
action by teachers and principals at the school site" 
(Cohen, 1988, p.12). 
Elements of School-Based Management 
SBM by its definition will differ according to the 
school, personnel, students, and community, however, 
SBM organizational structures have a number of common 
features. The following provides a brief overview of 
these general attributes. 
&y,tQnQmy 
First of all, each school is given greater 
autonomy and responsibility especially in the areas of 
budget, curriculum, and personnel (Clune and White, 
1988). The reason for this is based on two 
propositions: 1. the school is the primary 
decision-making unit and its corollary, decisions 
should be made at the lowest possible level; and 2. 
change requires ownership that comes from the 
opportunity to participate in defining change and 
flexibility to adapt it to individual circumstances, 
the corollary is that change does not result from 
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externally Imposed procedures (Fullan, 1982). This 
second proposition is extremely important to any type 
of change which may occur within the organization. 
Lieberman's work <1988a) also makes the point that the 
greater the participation in decision-making, the 
greater the productivity, job satisfaction, and 
organizational commitment . These factors are essential 
to a productive organization and the literature 
reinforces again this need for teacher participation in 
decision making situations. 
Strong Leadership 
Another feature of SBM is the need for strong 
leadership, both in the roles of the superintendent and 
principal. The superintendent and principal need to 
actively support the SBM organizational structure. 
They need to provide a work environment which empowers 
others. Effective leaders need to chart a course for 
their schools which those associated with the school 
will deem worthy. This commitment to shared values is 
essential in SBM because it provides a degree of 
control over a decentralized decision-making process 
(David, 1988). 
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SLtaff Development 
Staff development is another essential component to 
SBM. Some would say that real author 1ty/power comes 
from knowledge. If this is true, then there is a need 
for leaders who can provide environments which will 
offer opportunites for the empowerment of others. This 
t 
may be most successfully accomplished through small 
central administration which supports experimentation, 
communication channels which are open in all 
directions, and opportunities for continuous 
professional growth. If schools are going to be 
delegated with more authority, then it is vital that 
the personnel in those schools have access to new 
skills, knowledge, and professional growth (David, 1989 
and Caldwell and Wood, 1988) 
Community Involvement/School Councils 
Community involvement is another important 
component to SBM. Philip Schlechty (1988) states that 
schools will survive only if they effectively pursue 
goals that are valued by the communities which support 
them. If this premise is true, then the community will 
need to be given a greater voice in school 
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decision making. This recognizes the general public 
and parents must have a way of shaping decisions over 
the focus and mission of a school. One way of 
accomplishing this is by establishing school-level 
governance structures composed of teachers, 
administrators, parents, and community members (Cohen, 
1988). 
This school-level governance structure is referred 
to as school councils and the members serve on a 
voluntary basis. These councils are a way to focus 
attention on the needs of the school and to address 
those needs and Issues by working together within a 
problem-solving format. Depending on how well the 
members work together as a group, the council may exert 
a great deal of influence over decisions regarding the 
budget, curriculum and personnel. The decision-making 
authority of councils may vary from school to school. 
Their areas of responsibility may include, but need not 
be limited to, textbook selection, curriculum, and 
hirings (Clune and White, 1988). School councils are 
characteristic of almost all SBM programs. 
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Different Roles Associated with School-Based 
Management 
Different members of the school community will 
assume new roles as SBM develops within a school 
district. The following Is a brief summation of how 
these roles will change. 
Role of the Principal 
"Under SBM, the authority and responsibility of the 
principal expands in three directions at once: more 
involvement in the school program, more involvement in 
shared governance, and a higher level of responsibility 
in district decision making" CClune and White, p. 19). 
The principal becomes a very important figure in 
providing the climate which will enhance group 
problem-solving and decision-making. 
One of the main functions of the principal is to 
address the need to develop a professional culture 
within the school. "School culture has been defined as 
belief systems based on shared values, attitudes, and 
knowledge" (Fleming, 1988, p. 1). School leaders 
actively work to shape and influence those belief 
systems by attending to the key dimensions of culture. 
These dimensions are the goal focus of the school, the 
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members, the presence of reward and recognition 
systems, and the opportunities for empowerment 
(Fleming, 1988), 
The element of culture is important because 
successful SBM has less to do with management details, 
size of budget, type of decision-making body, amount of 
control over staffing or curriculum, and more to do 
with the leadership and culture of the district and 
moral and material support it offers school staff 
(David, 1989 and Sickler, 1988) . Clearly an attempt to 
change organizational culture of schools from one that 
fosters privatism and adversarial relationships between 
and among teachers and principals, to one that 
encourages collegiality and commitment is a vital goal 
of the whole process. Collaboration does not come as a 
natural consequence of working in a school. It must be 
taught, learned, nurtured, and supported until it 
replaces working privately (Lieberman, 1988a). The 
person in the best position to do this is the school 
principal. 
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Rale Of the Superintendent 
The role of the superintendent is extremely 
important one because without his/her support 
decentralization will not occur. The degree of support 
from the superintendent also Influences the outcomes of 
the program. SBM programs require that superintendents 
and principals meet frequently to determine the extent 
to which goals and objectives are being met within each 
school . An important change in the manner in which 
superintendents operate is characterized by a movement 
from telling principals what they want done to being 
more of a facilitator and a source of support (Clune 
and White, 1988). One Important role of the 
superintendent is to provide a vision, a vision which 
can be shared by others within the school community. 
This vision will serve as a guide in order to keep the 
goals of the school system focused. S/he will be 
"responsible for setting and achieving district goals, 
communicating shared values, and building support for 
the schools among everyone in the community" CAASA p. 
12). 
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Bole Of the Teanh^p^ 
Teachers have greater opportunity for empowerment 
in schools organized under SBM. Schools, which the 
literature and research identify as highly effective, 
are characterized by having a high level of 
responsibility and authority to make decisions about 
staff and allocation of resources (Caldwell, 1988). 
These traits are typical of SBM sites. While SBM has 
not required major changes in the roles and 
responsibilities of teachers, it has provided a format 
for teachers which enables them to increase their 
Influence and their opportunities for communication and 
collaboration (Clune and White, 1988). These types of 
opportunities support teacher empowerment. Teachers 
are empowered "through shared decision making and they 
are enabled because these decisions are more likely to 
support what teachers are trying to accomplish in their 
classrooms" (AASA p.8). This is the most important 
reason for restructuring and that is the improvement 
learning environments for children. 
The goal of SBM is to strengthen the school 
organization by increasing the potential autonomy of 
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all associated with it. "The ability of education to 
attract, retain, develop, and motivate high performing 
teachers and administrators will be seriously 
compromised if the status, authority, honor, 
recognition, and responsibility of the position of 
teacher and principal are not greatly enhanced" 
(Schlechty, 1988, p.9>. SBM provides that opportunity, 
but the task is complex and cannot be taken lightly. 
Teachers must be significantly involved in making 
decisions if SBM is going to work. For this reason, the 
whole issue of staff development is fundamental to the 
success of SBM. Asking people to participate in 
decisions about which they have no information is 
frustrating, not empowering; participating in planning 
committees without specific agendas, increases 
alienation because it uses up time and energy with no 
visible results CKanter, 1983). Staff development will 
need to be provided to link "the expressed concerns of 
teachers to the specific instructional and 
organziationa1 needs of school programs" (Guiney, 1988, 
p. 8) . 
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B-Ole Of the School Board 
The support of the School Board Is essential to 
the success of SBM. In many situations the School Board 
meets directly with the SBM councils and this has 
allowed for a new openness to listening to the needs of 
the individual schools (Clune and White). The School 
Board, however, continues to have the legal authority 
for local school districts. They have delegated 
significant authority to superintendents and 
principals, however, that does not change the legal 
governance systems of schools. "School Boards do not 
give up authority by sharing authority" 
(AASA, p. 9). The lines of authority and responsibility 
will need to be clearly defined. This is in order to 
avoid having the School Board overturn decisons made at 
the school or district level. If this were to happen, 
then "the process would lose its credibility and 
ultimately its effectiveness" ( AASA, p.12). 
Role of the Teachers" Union 
Presently, the role of the union is developing. 
The Clune and White (19G8) report stated that in half 
of the districts using SBM, the union had no role at 
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all and in the other half It was supportive. There 
have been examples of greater support when the union 
leaders are also involved in the planning and the 
implementing of a SBM plan. 
Rale Of Parents and the Community 
The most important finding relative to the role of 
parents and the community is increased and improved 
communication. This has had a greater effect on the 
parents rather than the community at large. The 
parents have a better understanding of what the school 
is trying to accomplish and they also have a vehicle 
for expressing their own concerns. 
Current SBM/Shared Leadership Projects 
Currently different organizations and state 
governments are proceeding forward in their attempts to 
restructure schools through different shared leadership 
projects. Some states which have SBM programs are 
California, Colorado, Florida, Massachusetts, 
Minnesota, and New Jersey CClune and White, 1988). The 
following section represents a brief description of 
some different attempts at developing shared leadership 
projects. For a more complete review of different 
projects across the country, this writer suggests 
Ill 
the publication, Suggggg for All In a New Century; A 
Rggtrugfrur 1 ng Education.. It provides a state by state 
overview of shared leadership efforts. 
The following projects are some of the major ones 
which are currently in progress. 
Carnegie .Schools in Massachusetts 
The Massachusetts Department of Education, under 
General Law 727 instituted the Carnegie Schools in 
1987. The state of Massachusetts' Commission of the 
Conditions of Teaching is in the process of 
establishing schools within the state which are 
professional models for restructuring school 
organization and/or governance to improve the 
environment for teaching and learning. The intention 
of the Carnegie School concept is fourfold: 
1. To restructure the environment for teaching, freeing 
teachers to decide how best to meet state and local 
goals for children. 
2. To foster professional discretion, autonomy, and 
accountability by first providing teachers with 
opportunities to participate in the setting of goals 
for their schools and then evaluating the success of 
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the schools in achieving these agreed-upon standards of 
performance. 
3. To provide a variety of approaches to school 
organization, leadership and governance. 
4. To provide teachers with the support staff needed to 
be more effective and productive (Special Commission of 
the Conditions of Teaching, 1988). 
The Carnegie project is funded through state funds. 
Schools at the elementary, middle, and high school 
levels can participate. 
New Jerseys Plan to Enhance Cooperative Relationships 
in School District 
Another state Initiative is the New Jersey's Plan 
to Enhance Cooperative Relationships in School 
Districts. This project has the New Jersey State 
Department of Education working with nine pilot 
districts to improve their professional environments by 
helping to create more cooperative relationships among 
school board members, administrators, teachers, and 
other school employees. The purposes of this project 
are: 1. to change schools by increasing teachers'' 
empowerment in the decision making process affecting 
the classroom; 2. to assist boards and administrators 
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to recognized their responsibility for improving the 
working environment for teachers; 3. to help teachers, 
administrators and boards of education to work 
cooperatively for changing working and learning 
conditions (DiPatri, 1977). 
Caamign pf Essential Schnnig 
This project is led by Ted Sizer from Brown 
University and is under the sponsorship of the National 
Association of Secondary School Principals and the 
National Association of Independent Schools. The 
Coalition was established in 1984 as a high 
school-university partnership and is devoted to 
strengthening the learning of students by reforming 
each school's priorities and simplifying its structure. 
Each school evolves a plan appropriate to its own 
setting. 
The Coalition rejects the practice of top-down 
standardized solutions to school problems. Schools 
need to accommodate the needs of the communities in 
which they belong (Brown University, n. d.). These 
features are compatible with the philosophy 
characteristic of SBM. 
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Mflgtgrv—Learning Project. 
The MLP is a NEA site-based school reform 
initiative. It includes schools from elementary to 
high school level in rural, urban, and suburban 
communities of varying socio-economic compositions. 
The student bodies reflect in varying proportion, 
almost all the different racial and ethnic groups that 
make up the nation. There are four essential 
assumptions critical to educational excellence that 
guide the projects approach to school renewal: 
1. A school/s curriculum must have content integrity 
and social significance. 
2. A school community must hold high expectations for 
its students. 
3. The central priorities of schooling, learning , 
teaching, curriculum must guide all other educational 
decisions. 
4. Every decision about learning and instruction that 
can be made by local school faculty must be made by 
that faculty (Castle, 1988). 
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The NEA also sponsors another restructuring effort 
entitled Team Approach to Better Schools (TABS). 
This project is also characterized by elements of SBM. 
Summary 
This section has highlighted the research and 
literature relative to shared leadership and 
specifically SBM. The concensus is that this form of 
organizational restructuring is one form of school 
improvement and improved schools are more capable of 
addressing the needs of the students and the staffs. 
This organizational restructuring supports the teacher 
empowerment construct because it recognizes the 
importance of teachers' contribution to the process. 
The following represents a summation of the advantages 
of School-Based Management and again focuses on the 
importance of the teachers in this change process: 
1. SBM formally recognizes the expertise and competence 
of those who work in individual schools to make 
decisons to improve learning. 
2. Gives teachers, other staff members, and the 
community increased input into decisions. 
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3. Improves morale of teachers because staff members 
see they can have an Immediate Impact on their 
env1ronment. 
4. Shifts the emphasis in staff development. Teachers 
are more directly involved in determining what they 
need. 
5. Brings both financial and instructional resources 
in line with the instructional goals developed in each 
school. 
6. Nurtures and stimulates new leaders at all levels. 
7. Increases both the quantity and the quality of 
communication (AASA, p.7). 
There are more and more school districts which are 
working to implement this type of school organization. 
However, change of this magnitude will take time. The 
literature discusses the fact that one of the barriers 
to this change is unrealistic expectations. According 
to the literature SBM will take a minimum of five to 
ten years to fully implement. SBM will require 
training, time, access to information, new budget 
practices, and improved communications (AASA, 1988). 
The changes necessary to bring this concept to 
realization are many and they are significant. Each 
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school will need to address its own individual issues 
and the manner in which this is done will vary from 
school to school. However, it is becoming more and more 
evident that in order for the public schools to survive 
and be able to face the challenges of the future, 
educators must seriously begin the process. They can 
no longer allow others to direct their profession. SBM 
is one way for teachers, administrators, and community 
members to forge a union of individuals committed to 
providing the best educational opportunities for the 
youth of this country. The risks are great, but the 
opportunities for creating a school system which is 
dynamic and vibrant due to the energy of the 
individuals within the system are even greater. 
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.School Learfor^frip 
The role of leadership in providing environments 
conducive to teacher empowerment will be a significant 
factor in the development of organizations reflective 
of shared leadership. The changing nature of 
leadership is becoming more and more apparent in the 
literature. Future leaders will need to be more 
democratic and flexible in their leadership style. This 
is due to changing social and economical conditions 
which will require leaders who realize the need for 
balance between the goals of the organization and the 
needs of the individuals within those organizations. 
The Changing View of Leadership 
This new view of leadership will represent a 
rather substantial change from the current image of 
leadership within society. It reflects a shift away 
from leadership behaviors which have been more suited 
toward hierarchical organizational structures and a 
movement toward behaviors which support a more 
democratic organization. Some behavioral changes in 
leadership style will include a need for leaders to 
become more nurturing and supportive; demographic and 
attitudinal changes in the society will require leaders 
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who are more representative of different elements of 
society; quick access to Information creates a need for 
leaders to develop more responsive communication 
systems within the organization; the model of single 
leader may be declining in favor of a coalition of 
leaders; and there is a movement toward developing 
leaders who inspire people rather than who order people 
CKanter, 1981). 
Visionary Leadership 
This concept of inspiring others is reflective of 
the term visionary leadership. If there is going to be 
the opportunity for shared leadership within the 
organization, the concept of visionary leadership 
becomes most important. This reason being that leaders 
must be adept at emphasizing the organization's basic 
purpose and being able to communicate this purpose 
actively and effectively to their staffs. This is 
necessary because of the need for the staff to become 
committed to the vision of the organization. This 
commitment to vision at all levels of the organization 
is essential in any shared leadership plan. If the 
individuals within the organization have mutual 
professional goals which match the mission or the 
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vision of the organization, then this will allow more 
flexibilty on how the goals are accomplished. This 
rationale is characteristic of professional 
organizations. 
Leaders of professional organizations need to 
enunciate their vision with clarity and energy; they 
must attend to the culture of their organizations which 
includes its structure, processes, climate, values, and 
shared assumptions. Leaders, who inspire, will foster 
trust by practicing what they preach and by modeling 
realistic self-regard and growth. School leaders must 
project energy, commitment and a clear vision of the 
school's mission and core values. When leaders work 
with staff to develop a vision and this vision 
emphasizes collaborative growth and planning and 
nurtures peer support, revitalization is enhanced 
(Evans, 1988). It is leadership of this nature which is 
required in the school improvement movement. 
This idea of visionary leadership is fundamental 
to the new themes surrounding the discussions of 
leadership, both in the business and the educational 
community. Bennis (1984) states that leaders are 
effective when they know what they want and have a 
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vision which they communicate to others within the 
organization. Serglovanni <1987b) discusses the need 
for symbolic and cultural leadership. He discusses the 
importance of what leaders represent and their need to 
be able to communicate ideas in a manner which 
inspires, is compelling, and makes the work lives of 
others more significant. He refers to this as 
purposing. Lewis <1986) states that to get people to 
change we must integrate their personal goals with 
whatever goals we desire to attain. Bennis and Nanus 
(1985) refer to vision as a future state and leaders 
must create an enthusiastic dedicated commitment to the 
vision because "it is right for the times, right for 
the organization, right for the people who are working 
in it" Cp. 106). Robert Owens <1987) sums it up very 
we 11 when he says: 
Leaders must think clearly about what is 
important. They must develop a vision about a 
desired state of affairs that is clear to them, 
one they can articulate to others. Indeed 
symbolic leadership is not possible unless the 
leader has carefully developed a vision of what 
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should be with some substance. The vision must 
have some quality that can stir the consciousness 
of others and induce their commitment to sharing 
it as their own purpose. The symbolic leader, 
after all, stands for something important that 
gives meaning and purpose to the seemingly mundane 
routine work of others in the school (pp. 24-25). 
This style of leadership is becoming more 
essential because of the growing complexity involved in 
the art of leadership. Again, due to the issues within 
society and the evolving demands of an individuals 
rights, an environment is created which necessitates a 
dramatic change in how organizations are governed. This 
requires a greater awareness of the need to understand 
group dynamics and the forces which motivate 
individuals. The role of power within the organization 
is also being re-examined and is creating different 
perceptions about to how to best accomplish 
organizational goals. 
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Leaders Who Empower 
0ne person who has written a great deal about the 
issue of power in organizations is Thomas Sergiovanni. 
Sergiovann1 believes that "it is not power over people 
and events that counts but, rather, power over 
accomplishments and over the achievement of 
organizational purposes" (Sergiovanni, 1987b, p.121). 
He believes that when leaders emphasize purposing and 
convenants they are essentially working to bond 
individuals within the organization. This creates a 
new wisdom with respect to work motivation and 
increased performance. Now what is rewarding gets done 
and it gets done without direct supervision. The power 
of calculated involvement is diminished substantially 
when compared to moral involvement. Teachers come to 
view themselves as members of a strong culture that 
provides them with a sense of importance and 
significance and therefore their work becomes 
meaningful. The result is increased intrinsic 
satisfaction and hence greater motivation (Sergiovanni, 
1987a ). This form of involvement from people 
transcends leadership styles which manipulate people in 
order to accomplish the tasks of the organization. 
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This type of leadership requires a different 
perspective relative to power within the organization 
than what has been traditionally believed. Some would 
believe that power is a finite and a scarce resource. 
Those who hold this belief see power as involving 
manipulative techniques resulting in winners and 
losers. This competitive notion of power is especially 
common in hierarchical organizations. The employees in 
such organization typically feel distrusted, 
unappreciated, and unrespected (Stlmson and Applebaum, 
1988). However, there is another evolving notion 
relative to power and that has to do with shared power 
within the organization. Stimson and Applebaum describe 
the results of shared power within the organization. 
They state: 
Another conception is power as a shared resource. 
Power sharing encourages people at all levels of 
the organization to be involved in decision making 
without feeling manipulated. Such Involvement 
engenders increased commitment to the 
organization, along with greater self-respect on 
the part of subordinates. When teachers are 
125 
involved in those decision that affect them, they 
are likely to be more satisfied with the Job 
situation and with the principal (p. 314). 
This view of sharing power is the direction of most 
of today s literature relative to leadership. 
Sergiovanni C 1987b) characterizes successful leaders as 
those that practice power investment. They distribute 
power among others in an effort to gain more power in 
return. And again, it must be remembered that what he 
is referring to is not power over individuals, but 
power over accomplishments. The concept of having power 
over people is not consistent with the literature 
relative to professional organizations. "Successful 
leaders are more concerned with the concept of power 
to. They are concerned with how the power of leadership 
can help people become more successful, to accomplish 
the things that they think are important, to experience 
a greater sense of efficacy" (Sergiovanni, 1987b 
p.121). 
Leadership, of this nature, is congruent with the 
concept of teacher empowerment. These leaders 
"understand that teachers need to be empowered to 
126 
act-to be given the necessary responsibility that 
releases their potential and makes their actions and 
decisions count" (Sergiovanni, 1987b, p. 121). This 
concept can be successful if administrators are 
philosophically committed to the principle of 
empowerment. However, they also need to recognize that 
the process is slow, may be inefficient, and requires 
patience. In spite of the obstacles, the payoffs of 
shared governance can be substantial. Expanding 
teachers responsibilities in ways that give them 
significantly more influence may very well be the key 
to developing better schools (Karant, 1989). 
Leadership and the Issue of Self-Esteem 
Lewis (1986) reinforces this concept and makes the 
connection between leadership, its effect on personal 
self-esteem and its importance to the organization. He 
states: 
School people are more apt to perform better when 
they feel better about themselves. If power is 
used to subordinate people through privileges 
reserved for a few, it diminishes their 
self-concept and self-esteem and delays their 
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growth toward self-actualization. As a result of 
such subtle constraints, school people do not 
optimized their performance on the Job <p. 134). 
It now becomes the leaders role to nurture feeling of 
confidence among members of his/her staff. This will 
serve to develop the human resources within the 
individual and collectively within the staff. In order 
to do this, the leader will need to address individual 
feelings of powerlessness because it can have 
significant ramifications on the indivdual and on the 
organization. 
Kanter discusses the effects of power and the 
feelings of powerlessness in her writings based on her 
research in organizations. She believes that when 
“people feel anxious or helpless, inferior or 
insignificant they have a need to dominate as a 
protection and a defense. The powerless turn to 
control over others and they become critical and bossy" 
(Kanter, 1981 p. 221). If this statement is within the 
realm of possibility, it can have significant 
implications for leadership. For example, Kanter 
believes that those who feel powerless are likely to 
become overcontrolling rather than developing in others 
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the ability to handle the situation. These leaders 
tend to reward mediocrity rather than talent because 
talent is too threatening. These leaders tend to hold 
people back and focus on proper procedures rather than 
encouraging people to use available tools to get 
results. "Powerlessness is associated with ineffective 
behavior in organizations, behavior that not only makes 
the person less competent, but spreads a tight, 
controlling, detailed-minded atmosphere of 
powerlessness throughout the organization" (Kanter p. 
221). 
Phillip C. Schlechty's writing, also, refers to 
this idea of power and powerlessness and its 
relationship to leadership behaviors. He observes that 
"leaders who lead leaders are inherently more powerful 
and necessarily will be more capable than are managers 
who control the powerless and disenfranchised" 
(Schlechty, 1988, p.9). 
Leaders must be aware that feelings of 
powerlessness may already be present within an 
individual, however, the atmosphere within the 
organization may either contribute to those feelings of 
powerlessness or work to empower an individual to 
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develop his/her resources. Effective leaders need to be 
cognizant of this because In effective organizations 
leaders will need to actively work to develop each 
person's potential. Therefore, the problem is In order 
to enhance the workplace it Is becoming more and more 
necessary to have leaders who come Into the situation 
with the characteristics associated with high 
self-esteem. If Kanter/s research is on target, then 
shared leadership will require leaders who have a sense 
of power within themselves which means they have strong 
self-concepts and high self-esteem. 
Self-esteem refers to the measure of respect, 
praise, admiration or approval one believes they merit. 
This is important concept when viewing the role of 
leaders because these feelings of self-esteem affect 
their belief system. Leaders with high self-esteem have 
the ability to view problems as challenges, are 
generally optimistic in nature, have confidence that 
other people are generally honest and well-intentioned, 
and believe their efforts will meet with success 
(Sniderman, 1975). One cannot underestimate the 
importance of this element of self-esteem in attempting 
to understand the dynamics of leadership especially in 
130 
the context of viewing future leaders and the focus on 
shared leadership. 
Barth (1988) also addresses this Issue when 
discussing the need to move the school toward a 
community of leaders. He states that in order to do 
this, there Is an implication that there is a level of 
personal security on the part of both the principal and 
the teachers. However, "security of the principal, 
above all else, is a precondition upon which the 
development of a community of leaders rest" (Barth, p. 
142). This concept of a community of leaders means the 
"school is a place whose very mission is to ensure that 
students, parents, teachers, and principals all become 
school leaders in some ways and at some times. 
Leadership is making happen what you believe in" 
(Barth, p. 131). This idea requires the involvement of 
these individuals in the many facets of the 
organization. This greater participation, especially of 
teachers, is the cornerstone of the empowerment 
movement and also correlates with the trend of more 
competent leadership styles. 
The role of the leader then becomes one of 
providing enabling environments. This enhances each 
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individual's sense of power in different circumstances. 
Power or the feeling of power tends to create effective 
leadership. One way this can be accomplished is through 
problem-solving task forces and decision-making teams. 
This is because these teams expand the opportunity and 
also increase power, in that they involve more people 
in problem-solving activities which net them visibility 
and recognition in their Job situation (Kanter, 1981). 
This contributes to the overall effectiveness of the 
organization because "research suggests that the 
greater the participation in decision making, the 
greater the productivity, job satisfaction, and 
organizational commitment" (Barth, 1988, p. 134). 
Lewis (1986) refers to this need to enable people 
as the psychology of ownership principle. This again 
speaks to the issue of the involvement of people in 
decision-making and problem solving. He believes that 
humanistic and egalitarian principles make it possible 
for people to move to a point where they are motivated 
by their own needs for self-actualization. The result 
is a synergistic work environment which supports the 
organization's achievement of its goals. 
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A result of these beliefs is a concerted effort to 
actively involve teachers in goal setting, 
problem-solving and decision making. These are ways to 
enhance teacher empowerment. Bennis (1984) refers to 
"empowerment as the collective effect of leadership" 
(p.19). He goes on further to say that in organizations 
with effective leaders, empowerment is most evident by: 
1. people feel significant and believe that they make a 
difference; 2. leaders and members of the organization 
value learning and competence, leaders make it clear 
there are no failures only mistakes which give us 
feedback ; 3. there is a sense of community; 4. work is 
exciting, stimulating and challenging. There is a 
connection between the work which is being accomplished 
and the quality of life. 
Characteristics of Leaders Who Empower Others 
James Lewis (1987) sums up much of the literature 
relative to leadership when he refers to the 
Renaissance school administrator. He believes 
successful leaders will share a number of common 
characteristics. Those characteristics are summarized 
here: 
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1. They believe in school people. They are powerful 
leaders who are sensitive to the needs. Interests, and 
aspirations of school people. They use power by 
empowering others to perform. 
2. They are value-driven. These leaders are able to 
articulate a set of core values and exhibit appropriate 
behavior that is congruent with their positions. 
3. They are committed to learning. These leaders 
understand that because management involves dealing 
with the variation in people, there is no one set of 
rules that is appropriate. Therefore, they need to 
possess a flexible mind, an inquiring attitude and 
thirst for knowledge. 
4. They are courageous leaders. To be courageous means 
that, intellectually, school administrators are able to 
gain a perspective over a situation and are able to 
confront reality, even if it is painful. It also means 
that they are able to convey the truth to others even 
though they may not want to hear it. 
5. They are visionaries. These leaders are adroit at 
dreaming about the future and translating their dreams 
and images so that other school people can share them. 
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6. They identify themselves as change agents. They 
assume the responsibi1ty for making a difference in 
their school organization. 
7. They are skillful in dealing with complexity, 
ambiguity and uncertainty. These leaders do not let the 
culture of the school organization shape itself. They 
embrace concepts, build and articulate principles and 
values, and examine assumptions. 
In summation E. Grady Bogue (1985) describes 
leadership when he says: 
The act of leadership is to apply a touch of 
optimism, to hold high expectations of 
performance. Such an act may indeed make us 
vulnerable to betrayal and failure. But it also 
opens us to the possibility of greater human 
achievement, to the satisfaction that comes in 
helping human potential unfold, and to the 
pleasure that comes when we call into action the 
noblest part of the human spirit 
(p. 29). 
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Leadership Roles within the School Organization 
This Information relative to leadership provides 
an overview of the future direction toward which school 
leaders will need to aspire In their attempts to 
improve schools. Leaders at all levels of the 
organization need to be able and willing to take these 
ideas and implement them in their dealings with others. 
The empowerment issue is an important component and 
cannot be denied if schools are going to be led 
effectively. Sergiovanni (1987b) writes that the 
leader's task is to create an environment which allows 
for all school personnel to contribute their full range 
of talent to the accomplishment of school goals. This 
needs to be done in an environment which focuses on the 
purpose of the organization. These two elements, a 
clear statement of the school's mission and enabling 
environments for the individuals within the school, are 
necessary if schools are going to contribute a degree 
of significance and meaning to people's lives. 
The task now becomes how to effectively accomplish 
these elements in order to move toward the goal of 
school improvement. Leaders at all levels of the 
organization have different responsibilities and also 
' _ 
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have different belief systems relative to the issue of 
empowerment. These roles and beliefs will determine how 
teacher empowerment will progress. The following 
section of this paper will present some of the Issues 
which will need to focused on by School Boards, 
superintendents, and principals if the concept of 
teacher empowerment and/or shared leadership is going 
to move forward. 
Ih.e Role of the School Board 
The role of the School Board pertains to setting 
policy for the school district. These policies set the 
direction for the system. The School Board must proceed 
to support that direction through continuous 
reinforcement of those goals and ideals which foster 
school improvement. Through this process the School 
Board works with school personnel in order to identify 
the goals of improvement and then the School Board must 
provide technical support and training, monitor and 
evaluate progress, as well as, allocate funds to 
support the achievement of these goals (Cohen, 1988). 
An important task of the School Board becomes one of 
setting a climate supportive of school improvement 
efforts (Caldwell and Wood, 1988). This process is 
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enhanced if the School Board, as well as, other leaders 
within the school district are capable of providing 
strong visionary leadership. 
When looking at the role of School Boards in the 
context of the teacher empowerment movement, the 
following represents some of the specific areas which 
will need to be addressed. To begin with. School 
Boards may need to revise current policies in order to 
promote and support a more participative form of 
decision making within the school district. The School 
Board will need to understand the ramifications of such 
action and once committed to it will then need to be 
supportive through its leadership. This will enable 
individual schools to improve current programs and 
practices based on the specific needs of the school. 
There is one very important realization necessary if 
participatory leadership is going to be successful. 
That realization, on the part of school leaders and in 
this case School Boards, is a need to be "cautious 
about overturning decisions made at the school or 
district level. Otherwise, the process will lose 
credibilty and ultimately, effectiveness" (AASA, p.12). 
This is an essential component to the whole process of 
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involvement of others in the decision-making process. 
The integrity of the whole concept depends on the 
understanding that the lines of responsibi1ty in this 
process must be clearly defined prior to its 
undertaking. 
The role which has been described infers that the 
School Board is a strong governing body of individuals 
who have a strong commitment to public education. 
However, over the past decade and a half, the authority 
of the local School Boards has been eroded as a result 
of federal legislation, court actions, collective 
bargaining agreements, and state initiatives. 
Unfortunately, School Boards frequently spend their 
time on crisis management or operational details and 
therefore infrequently engage in systematic planning 
and policy development (Cohen, 1988). The trend toward 
long-range planning rather than crisis management will 
need to be addressed by all parties involved if schools 
are going to move forward toward school improvement. 
Another consideration is the fact that School 
Boards generally lack strong connections to local 
government, political cultures, business, and civic 
groups (Cohen, 1988). School Boards wi11 need to 
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Initiate efforts to enlist all the help necessary, not 
only as new directions are set for the school system, 
but also in providing all the necessary support In 
order to accomplish those objectives. One of the 
greatest barriers to change is a generalized view that 
School Boards, who set policy for the schools, are 
unable and unwilling to sustain the momentum that is 
required to assure continuous improvement CSchlechty, 
1988). This problem needs to be addressed because of 
its negative impact on the whole school improvement 
movement. 
School Boards, therefore, will need to work to 
build community support for the schools. The School 
Board serves as a representation from the community and 
needs to be a strong and an active advocate for the 
school. This will require School Boards to: 
broaden the constituency and support base for 
education, promote widespread community 
understanding of the needs of the education 
system, marshal needed resources for the schools, 
and establish linkages with parents and members of 
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the community at large to support and strengthen 
the instructional program (Cohen, p.19). 
The School Board has a most important role in the 
development of improved schools and will need to work very 
closely with the superintendent of schools. They need to 
work as an effective team as new directions are set and 
movement toward goals are monitored and achieved. The School 
and the superintendent have a strong central role and 
the success of the school district requires a working 
relationship which Is conducive to trust and mutual respect. 
—The Role of the Superintendent 
The role of superintendent of schools is an extremely 
important one. S/he is the person who ultimately sets the 
tone and the direction for the school system. The 
superintendent is in the best position to do this because 
s/he is in the best position to understand the strengths and 
weaknesses of the entire educational community for which 
s/he is responsible. The superintendent is the person who, 
for the most part, sets the agendas and provides the 
information to the School Board relative to the direction of 
the school district. 
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If empowerment is a goal of the school system, then 
there will be a need to decentralize the school district. 
This will require strong central office leadership. This may 
sound contradictory, but it means that central 
administration will play a crucial role in promoting the 
good of the district through promoting collective strength 
(Murphy, 1989). The superintendent will need to be a 
visionary leader if this Is to be accomplished successfully. 
S/he wi 1 1 need to establish a vision for the system as a 
whole, setting expectations and standards for student 
learning, and providing strong support for the schools 
(Caldwell, 1988). Schlechty (1988) describes the 
superintendent as one who is shaping the values of the 
organization, articulating those values and inspiring and 
supporting others to pursue those values. The superintendent 
will need vision and passion as s/he moves toward innovation 
and change. There will need to be a stress on student 
learning, a belief in the value of professional development, 
a respect for diversity, and an openness to innovation and 
risk-taking (Murphy, 1989). These values will shape the 
vision of the school superintendent and the mission of the 
schools. 
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Lewis (1987) refers to this new role of superintendent 
as changing from administrator to social architect. Lewis 
sees the visionary superintendent as one who: 
Preaches and teaches the school district's 
phi1osophy. 
Communicates with all school people at all levels. 
Pays attention to the school district's culture. 
Articulates the school district's vision. 
Is receptive to new ideas and is supportive of 
peop1e. 
Makes certain the school district is making the 
most of its strengths, interests, and talents. 
Acts as a strategic agent for the purpose of 
ensuring that goals, strategies, and activities 
will be realized in relation to the school 
district's vision. 
Inspires school people to attain their 
short-ranged objectives in order to realize the 
school organization's long-range goals (p. 152). 
The superintendent will need to reorientate 
personnel toward perfomance, rather than procedure. 
This means there will need to be a "focus on whether 
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schools are achieving district goals rather than are 
they following district procedures" (Cohen, p. 14). 
The district will need to provide the enabling tools 
and resources rather than the constraints (Cohen, 
1988). The superintendent will meet with principals to 
monitor school programs on a regular basis to determine 
the extent to which goals and objectives are being met 
and provide technical assistance when needed. The 
hierarchial structure will need to be replaced by 
relationships which are supportive (Clune and White, 
1988). 
The superintendent will work with others in 
establishing system-wide goals and performance measures 
in order to have the necessary accountability. This 
could possibly be done by allowing schools to have the 
authority to determine their own instructional 
policies, to decide how best to group students and use 
instructional materials, and to control the resources 
require to perform these functions. The role of the 
superintendent then becomes one of reviewing and 
approving the plans, providing technical assistance and 
training to support the school planning process, 
monitoring implementation, and evaluating its 
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effectiveness. This arrangement would "require that 
responsibility, authority, and resources move down in 
the system to the school building, with the district 
responsibility shifting to supporting and evaluating 
building results" (Cohen, p. 16). 
This style of leadership is a change from past 
practices. Superintendents will be advocating by their 
actions a style of organizational decision making that 
encourages professional judgment and the exercise of 
discretion, but in a manner consistent with policy 
goals. Authority and responsibility need to be 
distributed and differentiated across the entire system 
of education. Organizational cultures are built on 
participatory decision-making, planning, goal setting, 
and problem-solving. High quality educational programs 
cannot exist in unhealthy organizations (Tlmar and 
Kirp, 1989). 
In order to accomplish these changes there will 
need to be a shift in the thinking about what it means 
to be a strong superintendent. Superintendents will 
need to pay closer attention to the unheroic dimensions 
of leadership if they are to promote local autonomy and 
professionalism. Superintendents must have a personal 
145 
vision, but they must also work to develop a shared 
vision and to find the common ground; they not only 
will need to have answers, but also ask the right 
questions and must listen carefully and consult widely 
before making decisions; they must not only wield 
power, but also depend on others and develop caring 
relationships; and they must nurture the development of 
leadership throughout the school district (Murphy, 
1989). 
One person who the superintendent will need to 
depend on to accomplish these goals is the school 
principal. This position of leadership is a most 
important one in this whole study of teacher 
empowerment. This is because it is the leadership 
position which is closest to the instructional staffs 
and the learning environments. It is the principal who 
will be a key figure in the development of empowered 
staffs and improved educational facilities. 
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The Role of the School Prinnin.i 
If teacher empowerment has the potential to be a 
positive force in school improvement, it then becomes 
necessary to develop ways to implement this concept 
successfully at the building level. A critical person 
and motivating force in facilitating this happening is 
the principal. The principal's major responsibility 
will be to provide mechanisms within the school which 
will foster a climate for teacher empowerment. The 
research clearly indicates that "principals, who took 
time to build coalitions, to plant ideas with key 
teachers, and then slowly built support, were among the 
most effective in influencing change in their schools" 
(Stimson and Applebaum, 1988, p. 315). 
It would appear that such a direction would be an 
obvious objective to pursue. Research relative to 
school climate, instructional effectiveness, and 
teacher morale all point toward the benefits of greater 
teacher involvement in the process of school 
improvement. However, this is a significant task and a 
great deal of effort will need to be expended toward 
its accomplishment. 
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This section of the paper will address the 
principal's role In the development of teacher 
empowerment. The beginning of this movement will need 
to address such issues as people's belief systems and 
attitudes relative to how teachers should teach and how 
principals should lead. The process of change is 
complex and at a cursory glance the term "teacher 
empowerment" may suggest teachers are going to be 
rushing to support the concept. A closer look, 
however, will show that the resistance may not only 
rest with the principal, but with teachers. 
First of all, it will need to be understood that 
there are a substantial number of factors which need to 
be attended to before teacher empowerment can 
successfully be implemented. Understandings relative 
to the concept will need to be clearly defined and 
communicated to all individuals on staff. People's 
attitudes will need to be modified based on new 
information. Once this happens, then behavior can 
begin to change. It will be prudent to remember 
"people-oriented organizations change the same way 
people do; slowly, step by step, as a result of 
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evolving beliefs, feelings, attitudes, values, and 
goals of individual persons" (Combs, 1988). 
Principals, by virture of their office, are in a 
unique position to establish and maintain the important 
norms of collegiality and experimentation (Little, 
1982). These ideas are fundamental to a participatory 
method of administration. However, this will not be 
accomplished easily and principals will need training 
in order to cultivate participatory management 
(Sickler, 1988). Teacher empowerment and effective 
principal leadership are two concepts which are 
dependent on each other for their success. 
The principal's leadership will be essential to 
the success of teacher empowerment. His/her goal will 
be to develop a highly effective organization which 
will be characterized by an appropriate 
participative-team leadership style. This kind of 
leadership style is characterized by a combination of 
task-oriented and people-oriented behavior. The central 
issue in this kind of leadership is participation in 
decision-making. "Power sharing, through collaboration 
and participative decision-making, can give teachers a 
sense of ownership and enhance their self-esteem" 
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CStimson and Applebaum, 1988. p. 316). The problem for 
the leader then becomes one of analyzing the 
contingencies in each situation and behaving in the 
most efficacious manner (Owens, 1981). 
Balancing the needs of the organization and the 
staff i The principal, as the school leader, needs to 
be able to move his/her staff effectively toward goals 
which will improve educational programs and 
experiences. This necessitates that the leader have an 
understanding of how to best accomplish this. The 
leader's understanding of group dynamics is essential 
in order to deal with the complexities within the 
organization. For example, leaders should be aware of 
the needs of the group. These needs affect how the 
members of the group interact with one another and with 
the leader, and also how committed they are to the 
goals of the school. There are certain basic needs of 
individuals and groups. These needs are belonging, 
power, freedom, and fun (Glasser, 1984). 
The aim of the principal who understands these 
needs is to provide an environment which adequately 
focuses on these needs as wel1 as the needs of the 
An essential need for individuals is to have a school. 
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sense of belonging. Glasser stresses in his writings 
that we are social beings and Maslow also refers to our 
needs for affiliation. How can a principal take that 
need and build on it? In organizational structures, 
such as schools, which are noted for their isolation, 
it would appear that this is a need which has not 
effectively been addressed. Principals working with 
teachers need to provide opportunities for 
socialization, both as it relates to the task and as it 
relates to personal enjoyment. One format for this 
could be a collaborative work environment. Teachers in 
collaborative settings are provided with time and 
direction in order to work together to solve 
educational problems which affect their classrooms and 
their schools. Teachers begin to form support groups 
within their staff and are able to address this basic 
human need of belonging within a school environment. 
Another need which Glasser indicates is present in 
human beings is the need for power. This need not be 
interpreted as the power to control others and to be 
dominating, but power over themselves and the issues 
which affect them. The more power individuals be 1ieve 
they have in these areas, the higher their level of 
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confidence and self-esteem. The leader who recognizes 
this need and provides for it will effectively motivate 
individuals to move toward growth-producing 
experiences. The principal can do this by involving 
teachers in goal-setting, problem-solving, and the 
decision making tasks of the school. Teachers who 
be 1ieve they have had input into these areas take on 
more of an ownership in the whole process. There is a 
greater commitment on their part to see that the 
decisions made are implemented. 
The last two needs expressed by Glasser are those 
of freedom and fun. Both of these contribute to a 
person's emotional well-being. People need to have the 
freedom to express their opinions and to decide issues 
which are relevant to them. However, they need to do 
this in a way that is responsible and takes into 
consideration other people within the group. In the 
school setting, this would necessitate cooperatively 
working together in order to move toward concensus and 
compromise on the issues which affect the school. It 
is important that teachers feel that they do have the 
freedom to express their opinions in an atmosphere 
which is accepting of different polnts-of-view. 
152 
Finally, the issue of fun and enjoyment is a part of 
the process of socializing, working together, achieving 
goals, and the learning experience itself. 
In order to establish a work environment which 
addresses these needs, the leader needs to be very 
adept in addressing the tasks, as well as the human 
dimension of the organization. Leadership of this 
nature is complicated and takes a great deal of skill 
on the part of the principal. The principal needs to 
be flexible, and needs to realize that both task and 
malntainance functions are critical as s/he Interacts 
to promote group drive and cohesiveness. These two 
characteristics are essential if the group is going to 
be productive (Bass, 1981). The stress is on 
productive groups/staffs because high performing staffs 
are characterized by a cohesive, synergistic team, and 
such teams produce more and better solutions to 
problems and learn more rapidly than individuals 
producing alone (Shaw,1981). These ideas can have 
significant ramifications for the future of our 
schools. 
This type of workplace is future oriented. There 
are a number of authors today who refer to the need of 
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management to take Into consideration the Individualism 
and the soc1al-emot1ona1 needs of the people within the 
organization. Heisler and Houck <1977) discuss the need 
to provide for the well-educated work force. They 
indicate it will be increasingly unacceptable to a 
well-educated work force to have mismanagement and 
unethical conduct. Leaders must be able to provide 
interventions to increase personal independence or 
workers. They must establish a work culture in which 
relationships are authentic, people have a constructive 
intent toward each other, people express concern and 
freely express both emotional and cognitive sides. 
There needs to be an effort to deal with the whole 
person in humanizing the work place. In order for a 
person to experience personal growth, there must be a 
greater opportunity for involvement, 
self-responsibility, self-control, and perserverance to 
reach these goals. Individuals must have a sense of 
commitment, accomplishment, and the feelings that s/he 
has unique abilities (Heisler and Houck, 1977). 
The principal as a facilitator. Naisbitt also 
refers to the needs within the workplace. Naisbitt 
states that the new leader is a facilitator, not an 
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order giver. He refers to the "Old Boy Network" as 
being elitist and the new network concept as being 
egalitarian. Network simply defined Is people working 
together, sharing ideas. Information, and resources. 
In the network structure, information is the great 
equalizer, and environmental rewards come by empowering 
others; people In networks nurture one another. New 
management styles will be inspired by and based on 
networking. The organizational structure will be 
rooted in equality and the communication style will be 
lateral, diagonal, and bottom up (Nalsbltt, 1982). 
If a leader is going to proceed along this path, 
then there are certain factors within the school 
climate which the principal will need to address. S/he 
will need to create conditions for change rather than 
Imposing reforms on the school. Even if the subject of 
the reform implies that teachers will have a more 
active voice in the decision-making policies, there 
will still need to be a period of readiness for the 
people involved. The goal of the principal must then 
become one of providing an educational environment that 
recognizes the importance of the development of human 
potential. It needs to be an environment which responds 
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to the social-emotional needs of both students and 
staff. No task in educational leadership is more 
important than the creation of an enabling climate. 
Climate, as used in an organizational context, consists 
of the total affective system of a human group or 
organization, including feelings and attitudes toward 
the system or other subsystems consisting of persons, 
tasks, and procedures. Climate is an encompassing 
dimension in a school and the educational leadership is 
effective only to the extent that it serves as force 
for improving climate (Newell, 1978). 
Principals can provide an enabling climate in their 
buildings where relationships are friendly, individuals 
feel important, and their participation is encouraged 
and valued. In order to accomplish this, staff members 
must have opportunities to confront ideas, problems, 
beliefs, values, goals, and objectives. When dealing 
with belief systems of teachers, it is not the 
teacher/s knowledge or methods, as much as it is the 
beliefs teachers hold about students, themselves, their 
goals and the purposes of the teaching task (Combs, 
1988). These are fundamental to the manner in which 
teachers teach and participate in the school 
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environment. These concepts are extremely Important 
and cannot be overlooked in any attempt to bringing 
about change. 
Teacher empowerment has the potential to be a 
positive influence on improving education, but there 
are some barriers to its implementation. One 
significant barrier to such change is a failure of the 
people in leadership positions to recognize the 
importance of the individual involved in this 
restructuring. For example, there are times when the 
principal-teacher relationship is not unlike the 
parent-child relationship CLelberman, 1988a). This 
needs to be acknowledged and remedied. The principal 
must acknowledge teachers as peers working in a 
collaboration which affords both to use their skills to 
the fu11est. 
This collaboration concept cannot happen unless 
there is a parallel effort to strengthen the abilities 
of principals to do their jobs better. If there is a 
lack of confidence in the principals ability to lead, 
assuredly this kind of insecurity among principals will 
cause some of them to feel threatened by the prospect 
of teacher empowerment. The most secure principals 
157 
will be less concerned about being the boss and more 
concerned about seeing that schools succeed (Maeroff, 
1988a). 
There will also be the Issue of staff development. 
There will be members on staff who will not be ready 
for the types of responsibilities they will be asked to 
fulfill. This is why a flexible style of 1eadership 
wi 1 1 be essential. Leaders need to be aware of the 
necessity to structure the group carefully in order to 
allow for: positive interdependence, face to face 
interaction, personal responsibility, and periodic 
group processing. Group members, including the 
principal, must possess necessary skills in leadership, 
communication, trust building, decision-making and 
conflict management (Brandt, 1987). People who are 
involved in group processes and do not manifest these 
skills will be at a disadvantage and this will have an 
impact on the progress of the whole group. 
The leader needs to be able to encourage and 
motivate the individuals within the group. S/he will 
want to understand the different stages in group 
maturation. Mature groups have both the skills and the 
wi11ingness to set high and realistic goals and then 
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take responsibility for their achievement. Some group 
members will be deve1opmental1y further along relative 
to their knowledge and expertise, not only as it 
affects the tasks of the group, but also the group 
process. The principal will recognize these different 
levels of development and address those needs 
individually. The principal will be the group 
faci1itator. S/he have the task of developing the 
resources of each group member in such a way that moves 
the individual and the group toward the goals of the 
school . The leader is the member of the group who 
helps it to develop ways of interacting that facilitate 
achieving the goals that the individuals share (Owens, 
1981>. 
In collaborative school environments, the 
principal is not to be the support system, but is to 
manage the support system. Good, constructive, 
helpful, committed support can come from peers and 
subordinates as well as from superiors (Brandt, 1987). 
That is why concepts such as teacher empowerment, 
cooperative work teams, and collabortive environments 
are so important. Teachers want to be acknowledged and 
recognized for their efforts. One way of achieving 
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this objective Is by providing supportive environments 
which encourage peer support. Teacher empowerment 
through collaborative settings has tremendous 
possibilities for improving teacher morale and 
commitment. The principal's ability to facilitate 
effective and supportive groups has the potential to 
fulfill the needs of teachers in areas of motivation 
which have not, as yet, been effectively addressed. If 
this can be accomplished, the staff will continually 
strive toward improvement, both professionally and 
personal 1y. 
School leaders must understand that most school 
personnel share common needs for belonging and respect, 
as well as, a desire to contribute effectively and 
creatively to the accomplishment of worthwhile 
objectives. The majority of teachers and administrators 
are capable of exercising far more initiatives, 
responsibility and creativity than presently thought 
possible. Principals and other administrators have the 
task of developing environments which allow for all 
school personnel to contribute their full range of 
talents to the accomplishment of school goals. 
Principals should take the lead in encouraging 
160 
participation in decision-making and providing 
opportunities for teachers to expand and exercise self 
direction as they demonstrate greater insight and 
ability. Teacher satisfaction will increase as a 
by-product of improved performance and opportunities to 
contribute creatively (Serglovannl and Carver, 1980). 
These ideas further support the importance of 
finding ways to actively enlist teachers Into the 
decision-making dimensions of the school. 
Administrators who believe these concepts will 
demonstrate it in their leadership behavior. These 
principals will take the Initiative and explore options 
with their staff on ways to involve staff in meaningful 
ways. This greater involvement will lead to teacher 
empowerment and this recognition of the professionalism 
of teachers has the capacity to truly make a 
significantly positive impact on the educational 
community. 
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Summation of Principal's Role 
James Lewis <1987) sees the principal's role as 
changing from one of controlling people to one of 
enabling them. The following represents a list of 
characteristics congruent with this new role. 
According to Lewis, principals wills 
Support and nurture school champions by realizing 
that they personify the values of the school and 
are vital to its success. 
Give teachers access to any information desired by 
them. 
Reach decisions usually by concensus. 
Meet with all teachers daily through practicing 
management by wandering around. 
Be very conscious of the school district 
philosophy and performs as a culture builder using 
the philosophy as a guide. 
Recognizes and records achievements and uses 
mistakes and failures as learning opportunities. 
Participate with teachers in solving school 
problems and at times will allow them to solve 
school problems without direct intervention. 
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Empowers teachers by sharing and equalizing power 
with them, thereby enabling them to be creative in 
the use of power. 
Get school work done with teachers. 
Have the courage to change things even when all is 
going well. 
Install a succession plan whereby the most 
promising teachers or supervisors are enrolled in 
a formal career-path program to become a school 
administrator. 
Create a supportive school environment for 
teachers'' personal growth. 
Become a synthesizer of teacher's personal goals 
and school goals so that while teachers are 
fulfilling their personal goals they will also 
fulfill school goals. 
Inculcate the notion that successful principals 
are obsessed with their kids, school, and school 
people. (Lewis, pp. 167-169) 
In concluding this section it must be realized 
that empowerment is a movement of educators toward a 
greater degree of collective responsibility and 
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authority. The principal will need to nurture and 
support the team, provide It with knowledge, staff 
development resources, and serve as an advocate and 
facl1 Itator. The principal will need to be the 
instructional leader, have a greater understanding of 
the curriculum, and better monitor the performance of 
the school and the students (Mojkowski, 1989). The 
principal will become less concerned with whether 
teachers implement the principal's decision in the 
"right way", but rather that the teacher makes the 
right decision and then implements it. The empowerment 
of teachers also empowers the principals as well 
CSchlechty). This is an enormous task. Those who 
believe the empowerment of teachers will mean that 
there will no longer be an important role for 
principals have very little understanding of the 
concept of teacher empowerment. 
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Teachers 
The most crucial factor in the whole concept of 
school improvement, school restructuring, and/or 
teacher empowerment is the classroom teacher. There Is 
no other person with more power and influence within 
individual classrooms. The question then may be asked, 
why bother with this concept of empowerment if teachers 
already have power? One response to that question can 
be to enable teachers to use their power more 
effectively. Maeroff (1988c) observes "that too 
frequently the power of the teacher has been the 
ability to regulate the classroom bureaucracy rather 
than the power associated with academic and good 
teaching" (p.49). The issue in this whole movement to 
improve educational facilities is simply to improve 
instruction to better meet the changing needs of 
students. Cohen (1988) writing for the National 
Governors Association states, "the primary rationale 
for restructuring schools lies in the need to improve 
the productivity of the educational system in general, 
and in particular, student acquistion of higher order 
thinking skills" (p.7). 
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This endeavor to restructure schools cannot be done 
without teachers being a significant part of the 
process. Teachers are the ones who are closest to the 
students and best understand the problems of the 
classrooms. They have a great deal to offer and have 
much to gain in this process of school restructuring. 
However, there is much to be done in order to 
effectively change the role of teachers and to move 
toward a concept of empowerment which this writer 
believes is an integral part of the restructuring 
movement. 
A major factor in this movement will be that of 
changing the role of teachers in order to better meet 
the challenges of a changing society. "America is 
undergoing profound changes, largely as a result of the 
combined effects of demographic changes affecting 
families, the workforce, and the schools, as well as 
changes in America's competitive position in the world 
economy" (Cohen, 1988, p.l). Educational reform is 
rooted in three inescapable realities. First, the 
economic well-being of the states and citizens is 
increasingly dependent upon a wel1-educated and highly 
skilled workforce; second, the economy and the 
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stability of democracy requires schools to effectively 
educate all students; and third, public education is a 
big public business and the efficiency and the 
productivity of the schools is of great concern because 
of the amount of financial resources invested in the 
system (Cohen, 1988). 
This information is cited because it will be the 
pressures brought on the educational structures by 
society that will necessitate changes within the 
schools. This will not be unlike past practices which 
have resulted in educational change. Historically, 
"generational progress does occur in education, but is 
usually the product of changes in society, rather than 
educational techniques themselves" (Slavin, 1989b, p. 
752). Change will come; however, the dilemma with which 
educators, politicians, and communities must deal is- 
how can this opportunity for effecting change be 
maximized? Educational reformers will need to be 
farsighted in their change proposals and be certain 
that there is a mechanism established within the 
system which will be proactive and not just reactive to 
the problems facing education. This section of the 
study will deal with the classroom teacher's role and 
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how the concept of teacher empowerment has the 
potential to Improve not only the quality of the 
professional work of teachers, but more importantly how 
it has the capacity to improve learning environments 
for students. 
Resistance to Change 
It needs to be clearly understood by all those 
involved in trying to improve educational settings 
through the empowerment of teachers that there is going 
to be resistance to this concept. This resistance will 
come from a variety of sources including teachers 
themselves. Teacher empowerment has the capacity to 
significantly change the role of teachers within the 
school and within the classroom. Change, though, can 
be a fearful concept. There is a safety and security 
associated with the status quo and this disposition is 
true of people in general. However, there are a number 
of other factors which will contribute to teachers' 
resistance to change. The following section will give a 
brief overview of some of the reasons for resistance as 
they affect teachers specifically. 
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Egflgons for Entering Teachino 
One source which can be used to better 
understanding the causes of resistance would be 
Lortie's sociological study of teachers written in 
1975. Dan C. Lortie found some interesting facts about 
why people chose teaching as a profession. This 
information can be enlightening in attempting to 
understand the dynamics associated with the teaching 
profession. The reasons vary according to the needs of 
the individuals. Lortie found in his study that many 
people entered the teaching profession as a way of 
advancing themselves socially; others identified with 
teaching early in their lives because of their 
proximity to it and wanted to become teachers; still 
others could not afford private education and therefore 
went to State Teachers/ Colleges and entered a 
profession that was not their first choice. This 
writer would also like to add that many women went into 
teaching because there was not a variety of other 
options available to them for professional careers. 
These reasons, for the most part, were not aimed 
at strengthening the teaching profession or changing 
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It. As a matter of fact, it was pointed out by Lortle 
that those who entered teaching because they Identified 
early with the profession, were, in fact, favorable 
disposed to the profession and the already existing 
conditions in the school. Many people, according to 
Lortie, enter teaching with a preconceived idea of what 
teaching should be and were not open to new ideas on 
how to change it. 
Another factor to consider is historically, 
teaching preservice has not provided the training 
necessary to impact these preconceived ideas. It has 
been said that teachers teach the way they were taught, 
and if one is to believe Lortie's study, this continues 
to be true. Dr. Lortle concludes there is little done 
in the area of developing environments for teachers to 
share and grow. Given this information, one can begin 
to understand why attempts to change instructional 
strategies may be somewhat difficult. 
On the other hand, both John Goodlad <1984) and 
Albert Shanker (1986) see many individuals going into 
teaching because of inherent professional values 
associated with teaching. Persons entered the 
profession because they wanted to help children learn. 
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However, once into the profession teachers encounter 
many realities of schools not conducive to professional 
growth. Shanker states, "The professional Ideals that 
draw women and men into teaching-intensive and 
individual work with students, personal intellectual 
challenge, cooperations with collegues, and control 
over one s work to name a few-are everywhere thwarted" 
(p. 12). 
These two views on why many people enter the 
teaching profession illustrate in a small way the 
frustration that many who wish to change educational 
systems must confront. First of all, there is the 
problem that many people who entered the teaching 
profession are not predisposed to changing it for a 
variety of reasons. Those who do wish to change the 
system have been frustrated by the bureaucracy of the 
system and the attitudes of other professionals who are 
satisfied with the status quo. 
Subordinate Role of Teachers 
Another factor which impedes the implementation of 
instructional innovation is the fact that everyone 
appears to be an "expert" on the best way to address 
the needs of the students except the teachers. 
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Administrators, school boards, professors of education, 
educational researchers, and publishers act in a 
paternalistic manner toward teachers telling them what 
is best for them and their students. Programs are 
selected, organizational arrangements are changed, 
textbooks are bought and many times teachers are not 
Involved in any aspect of the decision-making process. 
Teachers are given the manuals and told how much time 
to spend on the different curriculum areas and are then 
expected to implement the programs. Ann Lleberman 
(1988a) suggests that this bureaucracy mated with a 
paternalistic view has kept teachers in subordinate 
positions. 
Ann Lieberman (1988a) further suggests that this 
patronizing attitude toward teachers is a source of 
tension to teachers. She characterizes it as teachers 
working in a parent-child relationship with principals 
rather than as peers. This type of relationship is not 
conducive to instilling confidence in teachers and 
expecting them to act autonomously. 
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Inadequate Staff Development- 
Staff development is also an area which has created 
tension between teachers and administrators. Staff 
development programs are another indication that 
people, other than teachers, make decisions as to what 
is best for teachers without consulting with them. 
Staff development, for the most part, have been 
arranged with very little input from teachers as to 
what teachers believe would be beneficial. The past 
has seen staff development programs which have been 
characterized by telling teachers how to improve 
instruction, one-shot inspirational speakers, and/or 
occasional conferences in subject matter which have 
fallen far short of addressing the needs for systematic 
learning about teaching (Lambert, 1989). There has 
been little or no attempt to involve teachers in this 
process. "Designers of staff development often forget 
that adults learn when they perceive there is a need to 
learn. Answering a question that the adult learner has 
not asked is usually a waste of time!" (Hammond and 
Foster, 1987, p. 42). 
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Staff development has also been characterized by 
fragmentation and not tied Into long-term goals of the 
school. Many times the problem Is that there are no 
long- term goals for the school and If there are, the 
teachers have had no opportunity to be involved in 
forming them and have no Idea what they are. 
Frequently, the whole concept of professional 
development has been considered completely the 
responsibility of individual teachers or that of the 
school system. The idea of merging the needs of the 
organization and the personal needs of the teachers has 
not been successfully implemented in many school 
systems (McLaughlin, Pfeifer, Swanson-Owens, and Yee, 
1986). 
McLaughlin et al. sums up the problem very well in 
making the following observation: 
Teachers' needs for professional development vary 
according to their skills, their teaching 
assignments, and their experience. Guiding 
individual teachers to appropriate workshops, 
grant-funded projects, professional conferences, 
and graduate programs is an activity that school 
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districts rarely approach in any systematic way. 
Management development programs in the private 
sector, by contrast, treat such activity as an 
integral part of the personnel function 
(McLaughlin et al., pp. 425-426.) 
Isolation of Teachers 
The other issue affecting change has to do with 
the type of relationships which are nurtured among 
staff members. Unfortuately teachers are isolated to a 
great degree from one another and cannot benefit from 
the expertise of other professionals. This concept is 
discussed by Lortie (1975). He states that in the area 
of socialization, the school organization retards 
rather than enhances col 1egiality. Schools have not 
been organized to promote inquiry. 
A decade later McLaughin et al. (1986) also 
addresses this issue of teacher isolation. 
Teachers feelings of efficacy and satisfaction are 
undermined by the absence of opportunities to 
reflect on their perfomance, to examine new or 
alternative practices, or to consider feedback 
regarding their effectiveness. The classroom door 
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provides a measure of autonomy for teachers, but 
it also fosters isolation, limits feedback about 
performance, and promotes staleness (Mclaughlln et 
al. p. 423). 
Sergiovannl (1987a> is another writer who discusses 
the problems associated with the isolation of teachers. 
He finds that in this kind of setting, teachers have 
few role models and are often Ignorant of their 
colleagues/ teaching practices and problems. Many 
times they feel as if no one cares about their work and 
after a period of time they learn to care little about 
the work of others. An outgrowth of teacher isolation 
is the problems of privatism and lack of social 
Interaction. Privatism forces teachers to look inward, 
discourages sharing, and encourages competition. This 
atmosphere of competition promotes feelings of 
inadequacy and insecurity. Lack of social interaction 
deprives teachers of opportunities to help and seek 
help from others, to give feedback and to get feedback 
which are both essential ingredients in motivation to 
work models. Despite the debilitating effects of 
isolation, schools continue to persist in 
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organizational 3tructures, supervisory, and evaluative 
practices which encourage these conditions. 
Dariing-Hammond <1988) speaks of teacher 
isolation as being a negative influence on the 
profession because it "promotes idiosyncratic practice 
and works against the development and transmission of 
shared knowledge" <p.40>. She also sees teacher 
isolation as a way of impeding professional standards 
of practice because there is no basis on which teachers 
can develop concensus or to explore alternatives. 
Dar1ing-Hammond advocates opportunites for teacher to 
work more collegially "to design programs, to shape 
appropriate learning experiences for students, and to 
develop shared standards of professional practice" <p. 
40) . 
Roland S. Barth (1984) has also examined the need 
for more collegial relationships within the school. He 
believes "that the nature of the relationships among 
the adults who inhabit a school has more to do with the 
school's quality and character, and with the 
accomplishments of its pupils, than any other factor" 
Cp. 24). Barth points out that the price teachers pay 
for doing things the way they want or of having control 
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over what they do-is Isolation from others who might 
take their time and have them do things differently and 
perhaps, better. This Is a most powerful assertion. The 
importance of collegiallty and positive relationships 
within the building will be further discussed In the 
section which deals with collaboration. However, It Is 
important to note at this point that the whole issue of 
teacher isolation which is characteristic of many 
school organizations does have a significant impact on 
attempts to expedite educational change. 
Lag-k-..oi .Trusting Relationships Within the School 
Another important variable, which will need to be 
deliberated and is associated with the importance of 
relationships, is the concept of trust. In order for 
the individuals within the school to be willing to take 
risks, to truly be willing to express their ideas, and 
to be open to review by their peers, as well as, by 
administrators, there will need to be a school climate 
which is reflective of trust and mutual respect. The 
walls within the school will need to be taken down and 
these walls are not necessarily the classroom walls, 
but the walls that individuals put up to protect 
themse1ves. 
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Ann Lieberman (1988a) indicates that teachers "do 
not trust the intervention of other adults (including 
their own peers), who may come between the teachers and 
their major source of rewards-the1r students" (p.7). 
There is much which needs to be done to change this 
type of belief system. Arthur Combs (1988) Is someone 
who declares that to affect change there will be a need 
to deal with the belief systems of individuals. He 
states, "To change people's beliefs requires creating 
conditions for change rather than imposing reforms" (p. 
39). To do this: 
people must first become aware of their existing 
beliefs and see a need for changing them. Next, an 
environment conducive to change mustbe 
established. In such an atmosphere, relationships 
are friendly, individuals feel important and their 
participation is valued. Third, people must have 
opportunites to: confront ideas, problems, 
beliefs, values, goals, objectives and possible 
alternatives; discover and explore new ways of 
seeing and thinking in interaction with others; 
and experiment, make mistakes, modify positions, 
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and try again, preferably with others of like mind 
(Combs, p.39 > 
Most people will not be able to take the risks Involved 
in that type of process unless there Is a degree of 
trust and mutual respect among staff members Including 
administrators. 
Trust between teachers and administrators is 
essential in order to earnestly and effectively 
initiate a movement toward teacher empowerment. 
Teachers will need to believe their goals and the goals 
of the principal are shared and that their mutual goal 
is to improve the educational experiences of the 
students as well as the staff. Teachers will not be 
willing to take the risk or make the commitment if they 
do not have confidence in the integrity and ability of 
the principal to work with them toward this goal. 
Veteran Staffs 
There is also the issue of dealing with veteran 
and mature staffs. If teachers have had the experience 
of working in schools with inept administrators, 
ineffective staff development programs, little 
opportunity for collaboration, no input into 
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decision making, then there is a strong possibilty that 
these teachers will be very entrenched in their 
suspicions relative to any changes which may now be 
suggested to them. 
The dominant motivation and source of reward for 
teachers lies in promoting students" growth and 
development (McLaughlin et al., 1986 and Lleberman and 
Miller, 1984). Unfortunately the conditions under 
which teachers carry out their responsibilities are 
often set up in such a way as to deny teachers" a sense 
of efficacy, success, and self-worth. Experiences, such 
as these, create situations whereby even the best of 
teachers experience personal failure. When teachers 
are not given adequate opportunities for psychological 
or personal success this will inevitably weaken 
commitment to the organization (McLaughlin et al ., 
1986). 
Lleberman and Miller (1984) echo these sentiments 
relative to the importance of the teacher and student 
interaction. When the rewards of working with students 
successfully are plentiful, teachers are energized and 
thrive. However, "when rewards are diminished, 
teachers lose that part of themselves that is most 
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self-sustaining and most central to the well-being of 
the profession" (p.ll). Teachers then deal with this 
frustration by withdrawing emotionally from the 
classroom by becoming apathetic; placing increased 
value on material rewards; becoming hostile toward 
school officials; and/or leaving the profession 
(McLaughlin et al . , 1986). Needless to say, these 
individuals are not going to be ready to jump on the 
bandwagon of educational reform through teacher 
empowerment without a great deal of thoughtful 
consideration. As Carl D. G1ickman (1989) points out, 
"it is amazing that they (veteran teachers) have 
persevered for so long in schools where they are viewed 
as workers-not as competent professionals capable of 
participating in decisons about teaching and learning" 
(p.8). 
Change within the schools is going to be 
difficult. There are few who would who could debate 
this statement. It is a fact. The type of change which 
is currently being considered for the schools is 
significant and teachers will need to be a major factor 
in the process. According to Red and Shainline (1987) 
there are four fundamental principles of school change. 
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These principles will need to be provided for by those 
who wish to Implement innovations within the school. 
First of al1, change is a process and not an event. 
Significant change is going to take time and a minimum 
of two to three years is suggested. Second, conflict is 
inevitable. Fullan <1982) says that not only is 
conflict inevitable but it is fundamental to the change 
process. Third, beliefs are mutable and change is 
personal and complex. Teachers make decisions based on 
their beliefs about instruction and learning, which in 
turn, influence their use of a program or a set of 
materials. If instructional change is to be more than 
superficial, teachers must examine, compare, expand, 
and reshape their beliefs. Fourth, theory evolves into 
practice. It has been learned that the most effective 
educational change must incorporate respect for 
teachers as a professional thinking individuals who 
takes responsibility for their practice. "When we 
support teachers as they refine and build their craft, 
we make room for enlightened change and a legacy of 
effective, personal, and human teaching" (Red and 
Shainline, p.40). 
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These understandings will be helpful as the 
current educational system Is examined and reforms are 
suggested. When discussions relative to school 
improvement are being considered the idea that the 
entire system will need to restructured becomes more 
and more apparent. The concept of restructuring 
envisions not just a modification of the old way of 
teaching and learning, but a change which is much more 
comprehensive and will effect the way schools are 
organized. Timar (1989) refers to restructuring as a 
form of bureaucratic decentralization. He points out 
that advocates of restructuring believe that real 
change in the organization of schools cannot occur 
without fundamental changes in the culture of schools. 
This is because school cultures define beliefs, ideas, 
commitments, and social order which determines the 
rules and standard operating procedures of the people 
within the organization. Change of this nature is 
comprehensive and cannot be accomplished without the 
support, the commitment, and the involvement of 
teachers. 
This wider interpretation of school change which 
acknowledges the role of teachers is being more and 
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more accepted in the literature. The "Second Wave" of 
reform emphasizes teachers themselves, stressing the 
need to enhance their morale, motivation, and 
participation (Evans, 1988). Teacher empowerment will 
put teachers in the center of school restructuring and 
school improvement. This is important because as was 
stated by Karen K. Zumwalt in the book, Improvina 
Teaching : 
There can be no excellence in education without 
first-rate teachers. One can change the 
curriculum, buy more materials, refurbish the 
physical environment, lengthen the school day, but 
without good teachers, change will not be the 
desired effect (p.vii). 
The Holmes Group (1986) similarly asserts that no 
other element associated with education communities 
affects students' learnings as directly as do teachers. 
Curriculums are filtered through the minds and the 
hearts of classroom teacher making the quality of 
school learning dependent on the quality of teachers. 
This realization of the importance of teachers in the 
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process of school Improvement is central to teacher 
empowerment. 
The following section will address elements 
associated with teacher empowerment as it specifically 
affects the teaching profession. This discussion will 
provide insight into how these aspect of empowerment 
are integrally related to the whole restructuring 
movement. Each element contributes to the whole 
concept and are essential if teachers are going to be 
empowered or enabled to improve instructional 
environments within their classrooms. 
Elements Associated with Teacher Empowerment 
Gene Maeroff (1988b) writing in an article for 
"Education Week" discusses the concept of teacher 
empowerment. He writes that "teachers are assigned one 
of the most difficult tasks a society can give, and yet 
they do not feel they have the authority to do what is 
expected of them or the recognition that they think the 
job ought to carry" (p. 32). He believes empowerment 
is synomous with professionalism and that there are 
three guiding principles to this concept of empowerment 
which are necessary to the movement. First of all, 
teachers need to have their status as teachers 
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enhanced. This needs to be done by recognizing the 
importance of teaching as a profession and to support 
this enhanced status financially." Enhancing the status 
is a first step toward empowerment because as long as 
teachers are undervalued by themselves and others, they 
will not likely feel they have much power" Cp.32). 
The second step is to provide opportunities for 
teachers to become more knowledgeable. Maeroff 
believes that "part of the reason why teachers have not 
exerted more authority is that they are not 
sufficiently well informed to do so" (p.32). Teachers 
who are uncertain about their professional judgments 
must defer to supervisors. Maeroff (1988b) observes: 
Strengthening the intellectual and methodological 
foundation for teachers is one of the most 
important challenges facing those who want to 
improve the quality of Instruction. Such a change 
is vital if teaching is to take on a professional 
aura; for without proficiency at one's craft, 
there is little hope of exerting authority in the 
exercise of that craft...(p.25). 
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The third step In this process Is to provide 
opportunities for teachers to escape their Isolation. 
One way this can be done is by connecting teachers with 
each other and with principals, build a colleglallty 
that has been lacking in most schools. Maeroff asserts 
that teachers, separated as they are, have little time 
to share and compare ideas. Professional growth is 
impaired in settings where practitioners do not see 
their colleagues practice their profession and hardly 
ever teach each other techniques. 
These remarks by Maeroff will serve as a 
springboard for the following discussion of the 
elements associated with the teacher empowerment 
movement. Each of the elements have a significant 
bearing on whether or not the concept of empowerment 
will be successful in its implementation. This 
discussion will provide an overview of each of these 
components. 
Professional ism 
There has been much written within the past few 
years about school culture and the need for building a 
more professional culture within the school. Of 
course, this concept of professional school culture and 
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professionalism of teachers are very much tied 
together. Professionalism, in an article by Linda 
Shalaway (1985) is "characterized by the ability to 
make informed Judgments and perform Important tasks in 
complex environments. These Judgments and performance 
are grounded in an identifiable, empirically-supported 
knowledge base" (p.l). Shal away goes on to say that the 
nature of teaching certainly meets the standards of 
this definition. 
However, Linda Dar1ing-Hammond (1988) has another 
view of professionalism and it is more inclusive. She 
states: 
Professionalism depends on the affirmation of 
three principles in the conduct and governance of 
an occupation: 
1. Knowledge is the basis for permission to 
practice and for decisions that are made with 
respect to the unique needs of clients; 
2. the practitioner pledges his first concern to 
the welfare of the client; and 
3. The profession assumes collective 
responsibility for the definition, transmitted. 
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and enforcement of professonal standards of 
practice and ethics <p. 12). 
The idea of whether or not teachers currently 
fulfill the Dariing-Hammond's criteria for being 
professionals could be strongly debated. Despite the 
overwhelming support by a variety of commissions to 
acknowledge that well-informed teachers who have a 
greater responsibility and authority for 
decision-making are essential to school reform 
(Dar1ing-Hammond, 1988). There are those who would find 
it difficult to change the current system in order to 
provide for this greater professionalism of teachers. 
"They fail to understand that the major reason for 
seeking to create a profession of teaching is that it 
will increase the probability that all students wl11 be 
well educated because they will be well taught.." 
(Dariing-Hammond, p.4). 
There are those who believe that professionalizing 
teaching is merely a power grab by teachers and a ploy 
to soak the public purse. Critics of professionalism 
are questioning the value of vesting greater authority 
in teachers (Metzger, 1987). This resistance to 
190 
professionalism is indicative of the fact that teaching 
is not considered a profession at the current time by a 
number of people. It also reflects the need for greater 
public trust in the teaching profession. 
Currently there are teachers who are incompetent 
within the profession. Unfortunately, they are the 
teachers upon whom many wish to focus when reflecting 
on the teaching profession. "A teaching force of 
variable quality undermines public trust. To create 
trust, we must construct an education and certification 
system that guarantees to the public and to 
policymakers that those who successfully negotiate the 
system are fit to teach" (Wise, Dar1ing-Hammond with 
Berry and Klein, 1987, p. 16). This report indicates 
that the public must trust teachers collectively to 
control access to teaching. Individual states should 
follow their own well-established practices for 
professions. Each state should create a board for 
professional teaching standards, and these boards 
should have the power to establish and enforce 
standards of entry (Wise et al., 1987). 
This question of how to enhance teacher 
professionalism is one which will need to be a top 
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priority to those who wish to improve schools. The 
Holmes Group (1986) suggests that schools will not be 
Improved unless competent teachers are empowered to 
make principled Judgments and decisions on their 
students' behalf. This study found that teachers 
possess broad and deep understanding of children, the 
subjects they teach, the nature of learning, and the 
world around them. They need to be able to exemplify 
the critical thinking skills they strive to develop in 
their students. Competent teachers are careful not to 
bore, confuse, or demean the students, but instead lead 
them to interact with knowledge and skill. True 
professionals know that teaching and learning are 
interactive (Holmes, 1986). It needs to become the goal 
of the education community to strive to provide 
environments which enable teachers to practice their 
profession in this matter. 
The critics of teacher professionalism also need 
to understand that a notable consequence of seeking to 
create a profession of teaching is that it will improve 
accountability. "Teacher professionalism promises a 
more potent form of accountability for meeting 
students' need than that which courts and bureaucracies 
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can concoct." <Dar1ing-Hammond, p.13). Darilng-Hammond 
further explains the goals of professional 
accountabi1ity: 
The goals of professional accountability are to 
protect the public by ensuring that 
<1) all individuals permitted to practice in 
certain capacities are adequately prepared to do 
so responsibly; (2) where knowledge about practice 
exists, it will be used, and where certainty about 
practice does not exist, practitioners will 
individually and collectively seek to discover the 
most responsible course of action; and (3) as the 
first two points suggest, practitioners will 
pledge their first and primary commitment to the 
welfare of the client (Dariing-Hammond, P. 13). 
Linda Dar11ng-Hammond goes on to describe what is 
necessary to structure professional practice within the 
school. She begins by stating that defining the 
knowledge base and ensuring that only adequately 
prepared individuals are admitted to the profession is 
only the first step needed in providing the conditions 
for genuine professional practice and accountability. 
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The next step involves creating a professional culture 
within the schools that "will seek, transmit, and use 
knowledge as a basis for teaching decisions, that will 
support inquiry and consultation, and that will 
maintain a primary concern for student welfare" 
(Dar1ing-Hammond, p. 39). 
Fleming <1988) writing an article for the Rhode 
Island Educational Leadership Academy describes school 
culture as a belief system based on shared values, 
attitudes and knowledge. He provided a list of 
conditions that exemplify a positive professional 
culture within a school. The following represents 
highlights of the list as they relate to teacher 
professionalism. According to Fleming, a professional 
culture exists when: 
1. Administrators believe that there are positive 
correlations between workplace conditions and student 
outcomes. 
2. There is collective sense of responsibility for 
student achievement. 
3. Teachers can act as leaders for each other. 
4. Teachers use the expanding research base on 
professional practice. 
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5. There are multiple opportunities for learning and 
practicing new behaviors. 
6. Teaching is not perceived as an individual and 
isolated activity. 
7. Interdependence Is built into the operating system. 
8. Annual goals for the building are developed 
col 1aborative1y . 
9. Teacher evaluation is regarded as a mutual 
enterprise. 
10. Administrators are flexible and always encourage 
initiative and growth on the part of teachers. 
11. The emphasis is placed on the quality of 
Instructional time and the nature of student-teacher 
interactions. 
12. There is a time, place, and structure for ongoing 
professional dialogue. 
13. Staff can engage in honest, open communication 
without fear of losing self-esteem or damaging 
relationships. 
14. Staff members are included in meaningful 
decision-making processes. 
Teacher professionalism and professional school 
cultures are interrelated to each other and the concept 
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of teacher empowerment. The literature which supports 
professional cultures and professionalization of 
teachers implies that teachers will need to be actively 
Involved in this whole process. The changing needs of 
students require teachers who are themselves changing 
and growing and the needs of both groups would be 
better served by a more professional culture within the 
schools. This development of professional cultures is 
addressed by Devaney and Sykes in the book Bui ldina a 
Professional Cultures in Schools. They state there are 
two important aspects to building a professional 
culture within the schools. First of all: 
professional status will be expensive and must be 
paid for by local and state taxpayers. They will 
agree to meet the higher costs of professionalism 
only if they are strongly convinced of its urgency 
and if they understand that the enterprise is 
complex — and will not be accomplished in a couple 
of years with marginally increased funding—and 
will not make teachers less accountable to the 
public (p.3-4). 
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The second component has to do with the role of 
teachers and the need for foster professionalism in 
partnership with teachers. 
Professionalism is a form of liberty that is not 
simply conferred; it is earned. Teachers 
themselves must not only be enabled; they must be 
convinced that the tasks in their work can be 
accomplished only under professional standards, 
norms, and conditions. Then teachers themselves 
must set about achieving these (p.4>. 
The restructuring of schools is going to depend a great 
deal on raising the status of the teaching profession. 
This goal is essential to providing improved 
educational environments. However, it will not be a 
goal achieved by the work of others. Teachers will 
need to expend a great deal of energy toward the 
accomplishment of this goal. However, the many 
projected benefits associated with it will be worth the 
effort. 
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Coll abopat j ve Environments 
This greater professionalism of teachers will 
require finding new ways of organizing the school to 
create, an open, collaborative mode of work as a means 
of replacing teacher isolation (Little, 1986). This is 
necessary because teachers and other school workers 
respond much more to their values and beliefs, how they 
are social ized, and the norms of the work group than 
they do to management controls. If these are what 
matters most to teachers then these are the 
characteristics that must be considered the key to 
school improvement (Sergiovanni, 1987a). Organizing 
schools in a manner which leads to greater 
collaboration among school staffs will help to address 
this need. Collaborative environments allow for and 
encourage collegiality which will lead teachers and 
administrators to the sharing of power (Maeroff, 
1988a). 
Appley and Winder (1977) offer a definition 
collaboration. They see collaboration as: 
1. individuals in a group share mutual aspiration 
and a common conceptual framework? 
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2. the Interactions among individuals are 
characterized by "Justice as fairness"; 
3. these aspirations and conceptualizations are 
characterized by each individual's consciousness 
of his or her motives toward the other; and by 
commitment to work with the other over time 
provided that this commitment is a matter of 
choice (p. 281). 
This definition of collaboration offers a 
direction toward which the teaching profession will 
need to move in order to replace the current norms of 
isolation among staff. These norms of isolation which 
typify most schools can have devastating effects on the 
quality of instruction because of the way it impacts 
upon the confidence of teachers and their ability to 
grow professionally. Lieberman and Miller (1984) 
describe the climate of school characterized by 
isolation as places where there is: 
a general lack of confidence, a pervasive feeling 
of vu1nerabi1ty, a fear of being /found out'. 
Such feelings are made worse because of the 
privacy ethic. There is no safe place to air one's 
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uncertainties and to get the kind of feedback 
necessary to reduce the anxiety about being a good 
teacher, or at least an adequate one (pp. 13-14). 
There are few, if any, professions where 
individuals practice their craft in isolation from 
their peers. When this happens, as it does in teaching, 
it creates a situation where the necessary professional 
support is lacking. “This lack of peer support and 
interaction makes it difficult to develop a clear sense 
of the quality of one's teaching" (Lieberman and 
Miller, p.13). This organizational pattern needs to 
change because it has such a negative impact on the 
learning environments and the culture of the school. 
Organizational settings need to evolve which move 
toward collaborative work environments and are 
characterized by cooperation among staff, as well as, 
between staff and administration. This is because the 
research indicates that instruction is most effective 
in a school environment characterized by norms of 
collegiality (Smith, 1986). In such a setting, a great 
deal of formal and informal interaction relative to 
improving teaching is the main focus of the school. 
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This concept of collaborative environments Is also 
supported In research from effective corporations. 
Anderson (1987), for example, purports that: 
productivity increases when people are organized 
around tasks In work groups, both permanent and 
temporary. Work groups are the building blocks of 
productive organizations, and networks of work 
groups compose an atomized corporate structure. 
Interaction is the central ingredient in each 
workers daily experience (p.45>. 
He concludes that teachers should experience, on a 
daily basis, something akin to graduate seminars, 
clinically oriented in child learning and pedagogy. 
Johnson and Johnson (1987) also write about the 
benefits of cooperative work groups which are similar 
to collaborative efforts. A cooperative work structure 
exists when members work together for the purpose of 
achieving joint goals. Their research indicates that 
organizing teachers and administrators into collegial 
support groups should result in greater productivity 
and expertise, more positive interpersonal 
relationships and cohesion as a staff, increased social 
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support within the faculty, and enhanced self-esteem. 
These conclusions support the premise that 
opportunities for cooperation and collaboration are 
necessary because the benefits of this type of 
organizational setting far outweigh the benefits of 
working in isolation. 
The whole concept of collaboration is fundamental 
to teacher empowerment and school restructuring because 
teachers will work with administrators, as peers rather 
than as subordinates, to improve educational settings. 
The idea of expanding the leadership team, as Lieberman 
describes it, means finding new ways of organizing 
schools to create open and collaborative models of 
work. Collaboration will promote opportunities for 
teachers to grow and learn and consequently they will 
become more enthusiastic about their work and will be 
motivated to find ways to do even better (Lieberman, 
1988a). Collaboration will enhance creativity and 
innovation among teachers and at the same time provide 
the recognition and support from other staff members 
(Lieberman, 1986). Little (1982) found in her study 
that more successful schools are differentiated from 
less successful ones by norms of interaction and 
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continuous improvement. Empowering teachers In this 
context is seen as enabling teachers to extend their 
power over the content and the practice of their own 
teaching (Lieberman, 1988a). 
When looking toward collaborative work 
environments, there will be a number of factors which 
will need to be considered if the concept is going to 
be advanced successfully. Beckhard <1975) believed 
that moving toward a collaborative environment could 
not take place unless three conditions were present. 
These conditions are: 1. dissatisfaction with the 
status quo; 2. a vision of an improved condition 
projected; and 3. leadership which could develop some 
practical first steps toward the desired state. At a 
first glance, these three condition could be difficult 
to satisfy within many schools. This is because the 
very condition, isolation of teachers, which 
collaboration is trying to alleviate will contribute to 
the resistance to change. It may also be noted by this 
writer, that isolation does not only affect teachers, 
but it can also contribute to the style of leadership 
of administrators. After all, many administrators are 
former classroom teachers and share and contribute to 
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many of the beliefs systems which currently permeate 
the school culture. 
This insight is presented In order to appreciate 
the difficulty in moving schools from isolation and 
privatism to collaboration and col 1egiality. The 
benefits of such a move have been well documented. The 
problem becomes one of moving from a theoretical 
framework of collaboration to one which is implemented 
in the daily practices of the school and becomes part 
of the school culture. This leads to the next 
essential element of teacher empowerment and that is 
staff development. 
Staff Development 
If teachers are going to have opportunities to 
become empowered then, as Maeroff <1988a) indicates, 
one of the ways In which the profession will need to be 
enhanced is by increasing the knowledge base of 
teachers. He states that knowledge is the currency in 
which teachers deal, but their own knowledge has been 
allowed to go stale and be devalued. Empowerment of 
teachers, according to Maeroff, has more to do with 
individual deportment than with the ability to boss 
others. If empowerment is going to happen, then 
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effective staff development programs need to be In 
placed in schools. Unfortunately, for a variety of 
reasons this has not been the case in many school 
systems. 
There has been a great deal of research done 
recently on the concept of staff development. It is 
not this writer's intent to go into this discussion in 
great detail, but merely to provide to the reader an 
overview of some the highlights because of its 
importance to the concept of teacher empowerment. 
Showers, Joyce, and Bennett (1987) presented in 
Educational Leadership a synthesis of the research and 
the literature. The following represents their 
findings based on a meta-analysis of nearly 200 
research studies plus a review of the literature on 
staff development: 
1. What the teacher thinks about teaching 
determines what the teacher does when teaching. 
In training teachers, therefore, we must provide 
more than "going through the motions" of teaching. 
2. Almost all teachers can take useful information 
back to their classrooms when training includes 
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four parts: (1) presentation of theory, (2) 
demonstration of the new strategy, (3) initial 
practice in the workshop, <4) prompt feedback 
about their efforts. 
3. Teachers are likely to keep and use new 
strategies and concepts if they receive coaching 
(either expert or peer) while they are trying new 
ideas in their classrooms. 
4. Competent teachers with high self-esteem 
usually benefit more from training than less 
competent, less confident colleagues. 
5. Flexibility in thinking helps teachers learn 
new skills and incorporate them into their 
repertoires of tried and true methods. 
6. Individual teaching styles and value 
orientations do not often affect teachers'' ability 
to learn from staff development. 
7. A basic level of knowledge and skill in a new 
approach is necessary before teachers can "buy in" 
to it. 
8. Initial enthusiasm for training is reassuring 
to the organizers, but has relatively little 
influence on learning. 
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9. It doesn't seem to matter where or when 
training Is held, and It doesn't really matter 
what the role of the trainer is (administrator, 
teacher, or professor). What does matter is the 
training design. 
10. Similarly, the effects of training do not 
depend on whether teachers organized and direct 
the program, although social cohesion and shared 
understandings do facilitate teachers' willingness 
to try out new ideas (p.79). 
This research would indicate that staff 
development needs to be sustained and oriented toward 
specific goal achievement. Staff development, 
therefore, will be most effective when it is 
systematic and provides the necessary follow up which 
will sustain practice to the point of transfer 
(Showers, Joyce, and Bennett, 1987). This is an 
important point because it clearly states that a 
criteria for measuring the success of inservice 
programs is whether or not it brings about improvement 
in teaching practices. 
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Those who plan staff development must then be 
certain fundamental conditions are present for 
nurturing professional growth. Wildman and Niles 
(1987) writing in Educational Leadership list 
autonomy, collaboration, and time as essential 
components to developing and broadening opportunities 
for adult learning. They believe that complex learning 
demands that the learner have substantial 
freedom/autonomy to direct his/her own growth. If the 
learner does not have an element of choice in what it 
is that they are required to learn, it diminishes the 
amount of motivation to learn. Along with this 
autonomy is the concept of collaboration which has been 
previously discussed. These writers see learning to 
teach as a complex, time-consuming, and a difficult 
process. Over a period of time, the cognitive, as well 
as the emotional demands of the individual need to be 
addressed. Collaborative work environments provide 
conditions for learning which accomodates both factors. 
The final condition is the issue of providing the 
needed time for these experiences to take place. Time 
is a critical resource and finding time will be a 
critical issue. Time is one of the most important 
208 
investments In a school system and Is vital to 
maintaining and Improving quality educational programs 
(Wildman and Niles, 1987). 
Staff development will be the vehicle for 
increasing teachers'' knowledge base and broadening 
their vision about what schools can achieve. This 
knowledge will be necessary as teachers participate 
more meaningfully in shaping the school/s programs. The 
key to the school's quest for excellence Is the 
involvement of a knowledgeable faculty empowered to act 
upon the central issues of schools (Lee and Obermeyer, 
1986). Effective staff development programs are key 
to this vision. 
Shared-Leadership 
Shared-1eadershlp is another fundamental 
Ingredient of teacher empowerment because it provides 
for teacher input into the decision-making structure of 
the school. In any plan to strengthen teaching as a 
profession, there must be a structure for ensuring that 
teachers are involved in the process of making 
decisions which affect the conduct of their 
professional practice (Mertens and Yarger, 1988). 
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This theme of shared leadership has been presented 
throughout this paper because it is such an necessary 
component to the restructuring movement. The research 
is clear on its importance. Wood (1984) cites, "High 
participation of subordinates in decision-making 
enterprises has been shown to yield high decision 
quality, improved employee satisfaction or morale, 
commitment and productivity, and to lead to a reduction 
in the resistance of change and absenteeism" <p.62). 
Lieberman (1988a) also bases her observations on 
research, specifically related to schools, and observes 
that the greater participation in decision making, the 
greater the productivity, job satisfaction, and 
organizational commitment. 
James Lewis (1986) in his book Recreating the 
Schools for the 21st Century list the following 
benefits to participation in decision-making: 
1. Provides school people with increased control 
over their work environment and activities. 
2 Leads to greater commitment and acceptance 
regarding a solution. 
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3. Provides school people with an added dimension 
to their Job which adds new meaning to work. 
4. Enables school people to be actively involved 
in all activities related to the Job, giving them 
a greater sense of ownership of the solution to 
the problem. 
5. Provides, at times, an opportunity for school 
people to carry out the solution, thereby giving 
them a sense of completing the total task, 
beginning with identifying the problem and ending 
with implementing the solution (p.45). 
These advantages all add to greater Job satisfaction 
and enrichment. If this is true, then the quality of 
the schools is going to be greatly enhanced by 
implementing a decision-making structure that allows 
for teacher participation. 
A setting which encourages teacher input is one 
which implies that teachers are worthy and are 
professionals. An atmosphere which projects confidence 
in teachers'' abilities is one which enhances teacher 
self-esteem. However, in this whole process there is an 
underlying assumption that teachers will be willing to 
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spend the time and energy necessary to be able to 
participate meaningfully in decision-making (Slckler, 
1988). This may not be true at the beginning of the 
process for a variety of reasons. One Important one is 
the fact that human being tend to value security and 
when change is imposed on them, they tend to resist it 
(Lewis, 1986). This is true even if the change is one 
which many would consider an improved role for 
teachers. 
It will be necessary, then, to prepare the way for 
this increased participation in the school 
decision-making structure by providing staff 
development opportunities for teachers, as well as, 
administrators. They will need training in developing 
improved communication and conflict resolution skills, 
as well as Instruction on team building through 
developing trust and rapport (Sickler, 1988). If 
schools are going to move toward more participative 
management, there will need to be a commitment made by 
the superintendent to provide workshops which deal with 
group dynamics, problem-solving techniques, 
concensus-building strategies, and decision-making 
skills (Lewis, 1986). This provision of proper 
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training is going to be critical to facilitating 
participatory decision-making. If it Is not provided, 
it will create a major obstacle to Implementation. 
There are some other problems associated with 
share-decision making which will also need to be 
addressed. For example, one significant problem Is the 
"failure of school administrators to listen to the 
ideas of their school people" (Lewis, p.49). If the 
administrator is not committed to the concept of 
participative management, then It will surely fall. 
There will be many administrators who will not want to 
share power and will feel threatened by this innovation 
(Lewis, 1986). Wood (1984) also discusses this 
problem. She states, "the attitudes and values 
espoused by superordinates are very different from the 
behaviors, structures, and processes they actually use 
in decision-making or problem-solving enterprises" 
(p.57). This, of course, will undermine any effort to 
bring the teachers Into the decision-making process. 
Along these same lines, it will be necessary for 
the leader of these decision-making groups to be clear 
as to what level of participation the group members 
have in the final decision. There will be times when 
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the purpose of the input is consultative. Participation 
and participatory decision making are not synonymous 
(Wood, 1984). This distinction must be obvious to the 
members of the group from the start. What their role is 
in different decision-making situations must be very 
clearly delineated. 
Another factor which will need to be resolved has 
to do with amount of information sharing which takes 
Place within the group (Lewis, 1986 and Wood, 1984). 
Lewis sees it more as a need to effectively gather and 
disperse the information to the group. Wood points out 
the importance of being certain that the information 
flows within the group. The quality of the decisions 
depends on how much information sharing takes place 
within the group. Group members must perceive that 
they have had an opportunity to share ideas with others 
and that they have had some influence on the final 
decision. The group facilitator must be aware of the 
importance of these issues and must also be aware of 
the phenomenon of what Wood calls a "strain toward 
convergence". This "strain toward convergence" is the 
tendency of groups to coalesce rapidly and to avoid 
conflict-producing discussions" (p.57). When this 
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happens, it has a negative effect on the quality of the 
decision. The group facilitator must be able to 
recognize this problem when it occurs and and have the 
skills to overcome it. 
Each of these areas represent a formidable task for 
school personnel to address in order to improve the 
school site. However, the benefits of increase staff 
participation in decision making to the organization, 
the people within the organization, and most 
importantly the learning environments is worth the 
effort. 
Teacher Unions and Teacher Empowerment 
A discussion of teacher empowerment and teachers 
would not be complete without addressing the role of 
teacher unions in the process. Unions are an integral 
component to the educational system and the role they 
play can be extremely important to the advancement of 
teacher empowerment. 
There is certainly a difference of opinion 
relative to how the unions will be involved in this 
movement toward school restructuring. Some believe that 
collective bargaining poses a serious threat to the 
operation of school systems and to efforts to reform 
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public education, others acknowledge that teacher 
unions have put pressure on school boards and 
administrators to change the way they manage; and still 
others argue that teacher unions and school management 
are undergoing fundamental changes as they both 
struggle to adapt to the new public expectation 
reflected in the current reform movements (Bacharach 
and Shedd, 1988). The fact of the matter is that all of 
these observations have an element of truth. 
Furthermore, if school restructuring is to move forward 
successfully, unions will need to support the concept. 
Part of the problem is that the unions have 
contributed to some of the bureaucracy which 
characterizes much of the teaching profession. Cohen 
(1988) observes: 
Evidence on the impact of collective bargaining 
suggests that union have served to increase the 
extent of bureacratic control by making teaching 
work more rationalized, more highly specified and 
inspected, and by increasing the number and 
specificity of determining work roles and 
conditions <p. 18). 
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This has come about because historically unions have 
been involved In "bread and butter" Issues and that Is 
the expectation that rank and file teachers have 
relative to union activity . In a few districts where 
union leaders decided to pursue strategies aimed at 
enhancing teacher professionalism, many teachers 
reacted with skepticism and hostility. They voiced a 
fear that union leaders might be less vigilant in their 
efforts to gain higher salaries and smaller class size. 
The conclusion drawn from these experiences is that 
reform policies cannot be substituted for emphasis on 
improved working conditions (McDonnell and Pascal, 
1988). 
Another consideration that reformers and union 
leaders will need to acknowledge is that all teachers 
will not want to assume the roles envisioned in an 
environment of greater professionalism. Reform 
proponents and union leaders must consider how older 
values of uniform treatment and similar tasks for all 
teachers can coexist on an equal basis with the values 
of greater professionalism, at least with teachers who 
are currently in the profession. The problem for the 
union is- if teachers do not involve themselves in the 
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reform movement, it will be difficult to separate 
teachers from the problems of education. This could 
very well diminish public support for education and 
schools in general. In the past, teachers and unions 
have, for the most part, accommodated various reform 
efforts. It may very well be in the best Interest of 
teachers to begin to more actively shape policy 
proposals to strengthen teaching as a profession and 
improve the performance of their members. This would 
move teachers to a position of political leadership 
(McDonnell and Pascal, 1988). 
An evolving concept of unions will find unions to 
be more cooperative and non-confrontational. This will 
mean the union will assume responsibi1ty for the 
quality and quantity of its members'' efforts rather 
than negotiating rules that restrict flexibility. It 
will look for ways of relaxing restrictions on teachers 
and administrators rather than insisting teachers'' 
rights and benefits be allocated equally or on the 
basis of seniority. This new union will insist that 
the responsibilities and compensations of teachers be 
differentiated, and based on professional competence. 
Such a system, however, is unlikely to emerge unless 
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both union leaders and school administrators are 
prepared to cooperate in search of innovative solutions 
to potential conflicts. The teacher empowerment 
construct has initiated thinking along these channels 
because of the focus on empowering teachers rather than 
controlling them (Bacharach and Shedd, 1988). 
The key to reform will be the understanding of the 
importance of tapping the collective knowledge and 
wisdom of teachers. The school system will need to 
provide individual teachers with more discretion while 
achieving closer co-ordination of each teachers 
separate efforts. Therefore, according to Bacharach and 
Shedd, public education is a prime setting to look 
toward a new model of labor-management relations. The 
following represent emerging principles which would be 
associated with this new model: 
1. In a setting like public education, teachers/ unions 
and professional interests imply collective 
responsibility, not individual autonomy. 
2. Teachers7 working conditions depend largely upon 
their ability to be effective teachers. If curriculum 
or student grouping policies are inconsistent and 
poorly thought out; if needed time and other resources 
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to plan and carry out one's responsibi1ties are not 
available; and if opportunities to expand one's 
knowledge and skills are not continuously available, 
then teachers' work lives are rendered more difficult 
as a consequence. 
3. Unions are neither inherently conflictual nor 
necessarily cooperative, but are capable of either 
opposing or accommodating the interest of those with 
whom they deal, depending upon which best serves the 
interests of their members (Bacharach and Shedd, 1988). 
These emerging principles are in line with 
democratic principles. Lewis (1987) describes this new 
vision of collective bargaining as: 
not a condition of detente with compatible 
adversaries, but instead is a variety of 
conditions in the school organization in which all 
school people have an opportunity to participate 
in democratic processes for the purpose of 
improving the quality of life in and outside the 
school, improving the culture of the school 
organization and being involved in all areas 
directly affecting them (p. 185). 
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Lewis C1987) goes on to say that this process will 
take a long time to evolve, possibly midway into the 
21st century. This is because school cultures are 
greatly influenced by the interpersonal relationships 
within the school organization. Lewis believes that 
even when there is a dramatic change in the behavior 
and attitudes of the school organization, changes in 
the behavior, attitudes, and perception of school 
people will take time to change. However, as a result 
of this movement toward coexistence and professionalism 
"disruptive behavior and political gamesmanship are 
diminished considerably by the collective influence of 
personal commitment, peer pressure, higher goal 
orientation, and a mutual stake in the effectiveness of 
the school organization" (Lewis, p. 185). 
The pre-eminant goal of future unions is the 
harmonious coexistence and active participation of the 
school administration and the union in the realization 
of their mutual goals. Lewis believes that: 
When a school district and its union learn to 
coexist through harmony, cooperation, and 
participation for the purpose of pursuing common 
interests and goals, unions, at least those in 
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education, will not fear their demise, but will 
grow stronger and more self assured of their 
stakeholder's role in the pursuance of an Improved 
quality of school work life for Its members and an 
improved quality of education for kids (p. 196). 
This belief is forward-looking and very optimistic. It 
offers a direction in which the education profession 
will need to strive if it is going to be a true 
profession. 
Conclusions 
This new direction of unions is an admirable goal. 
It demonstrates the need to focus energy and efforts 
toward creating higher quality educational 
environments. It recognizes that this objective cannot 
be achieved without the cooperation of all the 
individuals involved. It assumes a trusting 
relationship among these individuals and the reduction 
of adversarial confrontations. This will happen only 
when there is mutual agreement on the major purposes of 
education and a commitment to the greater 
professionalization of teaching. 
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This concept is congruent and supportive of the 
empowerment movement in education today. The goal of 
empowerment is to enable teachers to use their talents, 
creativity, and energy to develop the very finest of 
learning environments for students. There are 
intrinsic rewards for teachers which will sustain their 
interest and motivation if this is accomplished. At 
this point in time, however, there is much that needs 
to be done in order to make this goal a reality. There 
will be triumphs and set backs, but if one is to 
believe the literature there is an abundance of support 
from all quarters which advocates this direction. 
It will take enlightened school boards; 
superintendents who are willing to decentralize the 
bureaucracy of the system; principals who are secure 
within themselves and willing to share power within the 
school; teachers who wish to move beyond the confines 
of their classrooms and form collaborations with others 
teachers to discuss curriculum and instruction; 
colleges and universities which better prepare teachers 
for the classroom and the future needs of students; 
federal, state, and local governments that see the 
relationship of improved educational environments to 
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strengthening the country and the community; and 
communities who value their schools. 
This is a great deal to expect and it will not 
happen quickly, but the beginnings of this most 
important undertaking is reflected in the restructuring 
movement which is currently being discussed throughout 
the country. It will be the task of those concerned 
about the quality of education to take advantage of 
this opportunity for change and keep the discussions 
and the hope alive. It is feared, by this writer, to do 
less will jeopardize the future of quality public 
education in this country and that would be 
unconscionable. 
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Learning Environment^ 
This dissertation began with a rationale for the 
study of teacher empowerment. There were many reasons 
stated for pursuing educational reform or restructuring 
schools through the empowering of teachers, but the one 
most compelling reason pertains to learning 
environments. The major reason for pursuing the 
concept of teacher empowerment is to be able to unleash 
the potential of teachers to improve learning 
environments for students. 
There has been a number of educational writers who 
have offered this same connection. Lee and Obermeyer 
(1986) state 11 the key to the school's quest for 
excellence is the involvement of a knowledgeable 
faculty empowered to act upon the central issues of 
schools and that is teaching, learning and curriculum" 
(p.65). Ted Sizer (1989) writes: 
Teacher empowerment per se, has never been a major 
focus of the Coalition of Essential Schools. It 
may appear so, with our call for authority shifted 
substantially to the classroom level, but the 
argument for that step arises from the simple 
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reality that kids differ and that if these 
differences are to be attended to wisely , only 
the people who know the youngsters well—the 
classroom teacher can decide what is needed." 
(Letter, 2/14/89). 
Cohen (1988) reflects, "...the primary rationale 
for restructuring schools lies in the need to improve 
the productivity of the educational system in general, 
and in particular, student acquisition of higher order 
thinking skills" (p.7). And finally, Radius, a 
publication of the American Federation of Teachers 
clearly encapsulates the reasons for all the efforts 
toward restructuring: 
Restructuring means different things to different 
people. For some, it is the putting into question 
of assumptions regarding the hierarchical way 
schools have traditionally been organized and 
resultant flat structure of the teaching 
profession. For others, it is the grass roots 
movement by which fundamental changes in 
classrooms are being advocated in accordance with 
alternative views of how students learn. Still 
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others view it through the economic lens of 
'competitiveness' with all that entails for labor 
management cooperation. Undoubtedly each of these 
elements is significant. Yet even collectively 
they seem insufficient in capturing the 
pervasively moral atmosphere in which the litmus 
test of restructured schools ought to occur; Does 
it make a positive difference in how kids learn 
and how they're taught? ("SBM: An Overview", 1988, 
P.l) 
Schools need to be improved. The statistics 
abound relative to the shortcomings of public 
education. The report, A Nation Prepared: Teachers for 
the 21st Century asserts that "If our standard of 
living is to be maintained, if the growth of a 
permanent underclass is to be averted, if democracy is 
to function effectively into the next century, our 
schools must graduate the vast majority of their 
students with achievement levels long thought possible 
for only the privileged few" (p.21). This is not 
currently happening. 
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Johnson and Johnson (1984) discuss the crisis in 
achievement which currently exists in our schools and 
is reflected in the following trends confirmed by the 
research: 
1 * SAT Scores-Although more students are staying in 
school longer and going on to college, all signs 
indicate that they are less we 11-equ1pped in basic 
skills than their predecessors. 
2. Quality of the Work Force- The quality of the work 
force is defined as acquired abilities of the 
population. Traditionally, in the United States, half 
of our growth in productivity comes from increases in 
individual s' skills and knowledge. Such growth in the 
United States has fallen off-our productive growth now 
is below the major European countries, as well as, 
Japan. 
3. Science and Math-For the past fifteen years, the 
science and math achievement of American students has 
been falling relative to other industrialized countries 
in the world. 
4. Functional i11iteracy-Functional illiteracy is 
increasing both among those students who drop out of 
school and even those who finish high school. 
228 
Albert Shanker, president of the American 
Federation of Teachers, contends, "Our persistent 
crisis shows that we have reached the limits of our 
traditional model of education. Given our present and 
foreseeable demographic, economic, social, and 
educational circumstances, we can expect neither 
greater efficiency nor more equity from our educational 
system" (Shanker,1990, p. 346). He goes on further to 
say, 11 .. we must remake our schools and our school 
system according to a new model, one that reflects the 
principle of self-renewal. Otherwise, no reform, 
however ambitious, will produce the kinds of 
improvements needed to save public education and 
guarantee a decent future for our students and our 
nation" (p. 346). 
The ideas expressed by these individuals are 
strong indicators of how serious the problem is in 
education today. The problem is also magnified by the 
lack of confidence the public has in the ability of 
educators to take the steps necessary to improve the 
system and also the reluctance of many educators, as 
well as, the public to move away from the traditional 
form of education. However, that is what is necessary! 
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"The rigid and confining structure that the traditional 
model of education imposes on teachers and students 
doesn't enable even the majority of children to be 
educated--and it never did" (Shanker, p.348). 
The understanding of this reality is basic to 
improving learning environments. The time has come to 
look toward the future. Educators can no longer be 
satisfied with the status quo. "American society is 
undergoing profound changes, largely as a result of the 
combined effects of demographic changes affecting 
families, the workforce, and the schools, as well as 
changes in America's competitive position in the world 
economy" (Cohen, p. 1). Therefore, there is a need to 
prepare students for these changes. This means that 
the demands of future generations are going to be very 
different than past generations. If this assumption is 
true then the time has come to empower all individuals 
associated with the schools to meet the challenge. 
Nothing less will sustain the effort. Ashcroft (1987) 
cites, "Yes, empowering is a controversial word. And, 
yes, it is a vital concept in any educational system 
that endorses a philosophy of personal growth and the 
development of critical, creative learners" (p. 142). 
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However, empowerment of individuals is what is 
necessary to address the myriad problems of our 
educational system. 
Factors Which Contribute to Effective 
Learning Environments 
This section of the paper will provide an overview 
of the research relative to effective learning 
environments. This concept of effective learning 
environments needs to be clearly defined. Educators, 
as well as the public, must have a better understanding 
of the components associated with successful 
instructional practices. Efficacious classrooms cannot 
be another educational cliche', but needs to be a 
thoughtful examination of the current research which 
addresses the needs of present and future students. 
Before reviewing some of the current educational 
research relative to learning environments, it may be 
helpful to examine some underlying assumptions which 
futurists indicate will need to be considered when 
planning educational experiences. This is necessary in 
order to look beyond the present circumstances and 
better plan for the future. 
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E-MtMristS- View Of 
First of all, and very Importantly because of 
technological advances, future societies will be 
characterized by rapid change; and therefore knowledge 
will become obsolete at a more rapid rate (Benjamin, 
1989). This certainly has ramifications on the 
traditional form of education which characterizes many 
schools at this time. Shanker addresses this dilemma 
when he states, "Our schools are based on a 
fundamentally mistaken idea about the role of students 
in their own education. The traditional model of 
education sees students either vessels Into which 
knowledge must be poured or as raw material that the 
educational process turns into finished products-high 
school graduates" (p. 349). Based on information 
relative to future generations, there will need to be a 
new perspective developed relative to what is effective 
education and how is this accomplished. 
This need to prepare students for an "information 
age" will become even more evident in the world of 
work. This vast amount of information and the fact 
that it will be constantly changing will require 
individuals to be able to manage information 
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efficiently and to work with people more effectively. 
Workers will need high-level thinking skills and the 
ability to adapt (Benjamin, 1989). Currently the more 
typical instructional arrangements are more appropriate 
for teaching basic skill than for helping students 
acquire more complex cognitive skills (Cohen, 1988). 
This will need to change. 
Benjamin (1989) list several recommendations which 
will need to be considered when planning for more 
effective learning environments. They are: 
1. Active Learning. Futurists see this in two ways. 
First, students must participate in the learning 
endeavors which they engage in the process of learning. 
Secondly, students must also be active in determining 
the nature of their own educational programs. They must 
be given more autonomy and power of choice. 
2. Higher Cognitive Skills. Futurist suggest because of 
the nature of future society, students and citizens 
must be able to think critically and creatively. 
3. Service Learning. Service learning is another 
direction futurists see as important. Its intent is 
to involve students in active learning to allow 
interaction with the community. Service learning will 
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encourage students involvement with agencies and 
institutions within the community which would help 
youth gain a service ethic that will check tendencies 
toward unbridled self-interest. This type of learning 
will also reinforce the concept that learning should 
focus on the need to deal with real problems and the 
importance of real experience in the development of 
responsible citizens. 
4. Past-Present-Future Focus. Futurists stress the need 
for youth to consider their ability to construct 
alternative futures because the future is shaped by 
present actions. 
5. Whole-Person Education. Education must develop the 
total person, the person's mental, physical and 
emotional well-being. 
6. Coping with Diversity. There is a need to 
appreciate and understand the differences within people 
because of the movement toward global interdependence 
which will expose individuals to greater cultural and 
ethnic diversity. 
7. General Education. There is a movement now away 
from specificity toward a broader base of education. 
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8. Transdisciplinary Education. This means that the 
curriculum will need to be idea-based and activity 
centered with a thematic approach to learning. 
9. Personalized Learning. This concept Is predicated on 
the notion that the many differences that exist among 
people should be cherished as a major source of 
creativity and diversity. There would be an emphasis 
on the acquisition of learning goals according to the 
abilities of individual students and without adherence 
to arbitrary time schedules. This would create more 
flexible learning environments. This would also 
incorporate the process approach which is an active 
seeking of knowledge by each student with the emphasis 
on learning how to learn. 
10. Education for Communication. Interpersonal and 
people skills will need to be a focus. There is a 
growing need for workers who can communicate and 
interact with others in order to make knowledgeable 
decisions in a democratic workplace. 
11. Lifelong Learning. In a world where knowledge, 
skills and values become obsolete more rapidly, 
education must be ongoing. 
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12. Early Childhood Education. This Is preventive 
problem-solving strategy that will provide students a 
proper base from which to build. 
13. Small Stucture. Futurists believe that schools are 
too big, even high schools. Need to have smaller 
schools to combat alienation and violence (Benjamin, 
1989). 
These recommendation are presented because they 
have been generated by individuals who have studied 
future trends in society. Based on this information, 
educators can then proceed to make the necessary 
adaptations In curriculum. Instructional strategies, 
and organizational arrangements to be able to meet the 
challenge of education for future generations. Johnson 
and Johnson (1984) assert that "The time has come to 
structure life in schools in ways that are: 
1. congruent with the future lives of our students, and 
2. congruent with the research on Instructional 
methods" (p. 10). This information can help serve as a 
knowledge base for educators as they move toward 
improving schools. 
The following section will present the research on 
different educational innovation which are intended to 
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improve current educational practices. However, as 
Shanker (1990) indicates "if (educational) change is to 
be widespread, ordinary people must be able to carry it 
out. And because today's reforms may be tomorrow's 
problems, the capacity for responding to new challenges 
must Itself be Institutionalized" (p. 346). This will 
require a new paradigm of thinking as it relates to 
education. However, nothing less will be acceptable 
because as the author and lecturer, Sam Keen, Indicates 
in an interview with Scott Willis (1989), "...offering 
education that does not prepare students to survive in 
a probable future Is betrayal11 (p. 73). 
Effective Instructional Methodology 
This portion of the paper will present an overview 
of instructional methods which have been researched and 
found to be effective. These underlying methods will 
serve as a backdrop to other strategies for instruction 
which will also be presented. Its purpose is to 
present to the reader the most current information 
relative to what research indicates is effective in the 
area of learning environments. This synthesis of the 
research can provide educators with a guide as they 
work to improve classroom learning environments. 
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However, it is presented as only a guide to the reader 
and is not a complete examination of subject. 
Psychological elements of teaching. Herbert J. 
Walberg (1990) writing in Phi Delta Kappan provides an 
impressive listing of a variety of instructional 
methods and their effectiveness. He begins by 
discussing the need to be aware that certain 
psychological elements of learning be present in an 
instructional model because of their effectiveness. 
These elements are: 1. cues which show students what 
is to be learned and how to learn it; 2. engagement 
which is the extent to which students actively and 
persistently participate in learning; 3. corrective 
feedback remedies errors in written and oral responses; 
and 4. reinforcement. Walberg concludes from a 
synthesis of the research on the topic that "The 
effects of cues, engagement, reinforcement, and 
corrective feedback on student learning are enormous" 
(Walberg, p. 471). This is mentioned at this point only 
to reassert their importance. The manner in which these 
elements are implemented in any lesson will vary, but 
if one is to look toward improved learning environments 
then it is necessary to be certain that if these 
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elements are effective they then should be Included In 
any discussion of improved lesson designs. 
Tsacher expectations. There is another component 
of teaching which is critical to students' success and 
that pertains to expectations. Educators must have a 
fundamental belief in the learner's ability to learn. 
When teachers be 1ieve this, they then move from 
directing to facilitating, from talking to listening, 
from doing to observing. A school culture which does 
not reflect this attitude strips the learner of 
confidence. It places solutions in the hands of 
experts whose wisdom must be memorized to be 
regurgitated at the proper time (Timpson, 1988). This 
understanding is basic to effective schools. Fantlni 
(1986) states, "The first concept, the first principle 
of human development, is that all people can learn 
under the right conditions, and it is the 
responsibility of effective organizations to determine 
the right conditions for each and every learner" (p. 
105). 
Good and Weinstein (1986) are other research 
educators who believe there is a strong correlation 
between teacher expectations for the learner and 
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learner's success. They see the scenario In this way. 
First of all, the teacher expects specific behavior and 
achievement from particular students and then because 
of these expectations the teacher behaves differently 
toward various students. This treatment tells students 
what behavior and achievement the teacher expects from 
them and this affects their self-concepts, achievement, 
motivation, and aspirations. If this treatment is 
consistent over time and if students do not resist or 
change it in some way, it will shape their achievement 
and behavior. This will find high expectation students 
to achieve at high levels while the achievement of 
low-expectation students will decline. Good and 
Weinstein maintain that with time, student/s 
achievement and behavior will conform more and more 
closely to what was originally expected of them. That 
is why it is important to keep in mind Fantini''s (1986) 
claim that, "The goal of quality education is to 
develop the full capacities of the learner and to 
support the unfolding of individual potential" (p. 44). 
Teacher expectations about the learner need to project 
a belief in the ability of the students with whom s/he 
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Is working or the potential of Individuals will not be 
realized. 
Actively engaged Students. This is one facet of 
learning process which is stated repeatedly relative to 
improved achievement and that is the need to have the 
student more involved in the learning process. Levin 
and Long (1981) put it quite succinctly when they say, 
"Students who are more involved in their learning have 
higher achievement than students who are less involved 
in classroom learning activities" (p. 2). Blumenfeld 
and Meece (1988) integrate the concepts of mastery 
learning and active involvement. They maintain: 
If we are to improve students'1 thinking, 
achievement, and motivation, it is necessary to 
examine how students react to different tasks and 
how teachers can best present and manage tasks so 
that students will be active learners willing to 
use those cognitive and metacognitive strategies 
associated with achievement, problem solving, and 
critical thinking (p. 236). 
Blumenfeld and Meece go on to indicate research 
suggests: 
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that students are more likely to assume an active 
role in the learning process when teachers use a 
more active learning approach. This involves: 
<a) providing clear directions, (b) relating 
information to what students already know, 
(c) suggesting ways to organize and learn the 
material, (d) modeling use of cognitive 
strategies, and <e) providing feedback that is 
immediate, informative, and identifies and 
corrects errors (p. 247). 
Classroom climate. The climate of the classroom is 
another important dimension of the learning experience. 
Generally, it incorporates many of the other components 
which have already been addressed, however, there is an 
intangible element to classrooms which have positive 
climates and it is important enough to stand on its own 
merit. According to Dewey (1916), environment is the 
particular medium in which an individual exists which 
leaves him/her to see and feel one thing rather than 
another... it strengthens some beliefs and weakens 
others, it gradually produces in him/her a certain 
system of behavior...the environment consists of those 
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conditions that promote or hinder, stimulate or inhibit 
the characteristics or activities of a human beings. 
If this is true then it is an extremely important 
dimension to effective learning environments. 
Levin and Long (1981) describe what they perceive 
as five major dimensions of classroom climate. They 
include an: (1) an academic orientation, (2) the 
teacher as a strong leader, (3) the structure of the 
classroom is evident, (4) cooperation and affiliation 
characterize the classroom. Interpersonal relationships 
are a focus, (5) there is a support and concern for 
individuality to the extent that differences among 
students are accepted, respected, and adequately 
treated. Teachers manage to diagnose individual 
differences and to use them as a guide in their 
instructional plans and decisions. 
The importance of the classroom climate is further 
reinforced by Combs (1982). He sees teaching as a 
concern for two basic processes: 1. helping students to 
confront new information or experience; and 2. helping 
students to discover personal meaning. It is this 
involvement in discussion and the dynamics of 
interacting which advance learning. Sensitivity and 
243 
empathy are characteristic of highly effective teachers 
who are concerned with the point of view of the 
students. Teachers need to: create an atmosphere for 
learning; provide information and experience; and aid 
in the discovery of meaning. The teacher's genuine 
respect for students and his/her awareness of the 
significance of the students*' classroom experiences are 
traits which are closely associated with effective 
learning, improved problem solving, and a more positive 
self-concept for students. 
In summation. Good and Weinstein C1986) list a 
number of suggestions which could improve classroom 
practices and hence have a positive impact on classroom 
c1imate. They are: 
1. The goals of the lesson need to be broadened. 
2. More attention needs to be paid to students'' ideas 
and interests and students need to play a larger role 
in assessing their own performance. 
3. Opportunities for students to participate and 
utilize the materials in meaningful ways need to be 
increased. Students need opportunities to test and 
practice their knowledge and be active and engaged. 
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4. There Is a greater need for students to have 
opportunities to respond more creatively. Teachers 
need to vary the tasks, the question, and the criteria 
for evaluation in order to provide more experiences for 
success instead of focusing on a small, but consistent 
group of high performers. By diversifying the 
opportunities for participating and broadening the 
criteria for assessing students' responses, one also 
increases the chances for success. 
5. It is important to focus on the positive aspects of 
learning. Public sharing in a classroom community 
should affirm accomplishments of intended goals, but 
not focus on any student's lack of success. A basic and 
necessary assumption teachers must hold concerns the 
teachability of all students. A focus on student 
success at differentiated tasks can build positive 
self-image as learners. 
These suggestions if incorporated into educational 
setting will enhance the learning opportunities for all 
students and will have a significant effect on 
classroom climate. 
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Innovative Classroom Practir^ 
This section will highlight some of the 
educational innovations which are currently being 
promoted and which implement the research on effective 
learning environments. There will never be one 
educational strategy which will work for all teachers 
or for all students. However, the greater repertoire 
of techniques that educators have for dealing with 
students and learning the more professional teachers 
and other educators wi11 become. The following overview 
represents some of the most popular innovations in 
education today. They are also innovations which are 
supported by the research. 
Co-operative learning. The concept of cooperative 
learning has been developed by David Johnson and Roger 
Johnson (1984) and Robert Slavin (1990b). Johnson and 
Johnson list four basic elements to co-operative 
learning. They are: 
1. Positive interdependence achieved through mutual 
goals; divisions of labor; dividing materials, 
resources, or information among group members; 
assigning students differing roles; and by giving joint 
rewards. In order for a learning situation to be 
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cooperative, students need to perceive that they are 
positively interdependent with other members of the 
group. 
2. Cooperative learning requires face-to-face 
interaction among students. 
3. There is individual accountability for mastering the 
assigned material. The purpose is to maximize the 
achievement of each individual student. 
4. Individuals must use appropriate interpersonal and 
small-group skills. Students must be taught the social 
skills needed for collaboration and must be motivated 
to use them. 
The results of studies involving this type of 
learning arrangement indicate that cooperative learning 
experiences tend to promote higher achievement than do 
competitive and individualistic learning experiences. 
"These results hold for all age levels, for all subject 
areas, and for tasks involving concept attainment, 
verbal problem solving, categorization, spatial problem 
solving, retention, and memory, motor performance, and 
guessing-judging-predicting" (Johnson and Johnson, 
1984, p. 15). 
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Robert E.^Slavin (1990b) would qualify this 
research by stating, "Cooperative learning can be an 
effective means of increasing student achievement, but 
only if group goals and individual accountability are 
incorporated in the cooperative methods" <p. 53). He 
sees these two features as being essential to the 
concept. Group goals, or positive interdependence, is 
defined as the cooperative groups must work together to 
earn recognition, grades, rewards, and other indicators 
of success. The other necessary feature, individual 
accountability, requires that the success of the group 
depends on the individual learning of all group 
members. Slavin (1990a) also indicates that successful 
models of cooperative learning activities always 
include good instruction. Cooperative activities 
supplement but do not replace direct instruction, but 
they do replace the seatwork associated with much 
instruction today. 
There is a great deal written about cooperative 
practices and much of it would support its use in the 
classroom. Spencer Kagan in an interview with Ron 
Brandt (1990) makes a case for its use based on the 
evidence that it is the way in which individuals will 
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be expected to relate to each other In most real-life 
situations. He indicates: 
Students need to learn to compete; they need to be 
able to work alone. An individualistic 
orientation is often very adaptive. But they also 
need to work together. The problem with the 
traditional approach is not that it's too 
competitive or too individualistic; it's that it 
almost never includes any co-operative activities. 
Each structure has its benefits and its limits, 
but to rely exclusively on any one structure is to 
limit the range of experiences of students and 
leave them less prepared for the kind of world 
they'll be living in (Kagan, p. 11). 
Critical thinking skills. There is a tremendous 
push today in education to develop in students critical 
thinking skills. In a poll by the National Center for 
Education, 84% of the teachers participating believed 
that teaching reasoning and analytical skills was the 
most Important goal of education (Arredondo and Block, 
1990). There has also been persuasive evidence to 
document improvements among less able, average, and 
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more able students when teachers focus Instruction on 
student thinking (Nickerson et al . , 1985). 
According to one writer, David G. Lazear (1989), 
recent discoveries concerning the nature of human 
intelligence have changed the entire complexion of what 
is known about human potential. There Is a belief now 
by researchers that there is ability to improve and 
expand I.Q. Lazear states that, "No longer is I.Q. 
seen as fixed at birth. The only limits to our 
intelligence are self-made and related to our beliefs 
about what is possible!" (Lazear, p.l). This is a 
powerful belief system and can have a tremendous 
implications for how students are instructed. This 
reason alone would present a forceful argument in 
support of teaching and nurturing higher-order thinking 
skills. 
Another important reason for teaching thinking 
skills is related to the characteristics of present and 
future societies with its rapid increase of available 
knowledge and higher levels of technology. Teachers 
will be faced with even more information to "cover" if 
they do not rethink their goals for instruction. 
Educational goals will require the development of 
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skills associated with higher-level thinking. Such 
skills include, but are not limited to: comparing, 
classifying. Inducing, deducing analyzing errors, 
constructing support, abstracting, and analyzing value 
(Marzano et a1., 1990). There will need to be an 
emphasis on "developing the life-long learning and 
thinking skills necessary to acquire and process 
information within an ever-expanding field of 
knowledge" (McTighe and Schol1enberger, 1985, p.4). 
Another significant reason for the teaching of thinking 
skills pertains to the fundamental requirements of our 
democracy. Democracy's survival depends upon informed 
and intellectually-able citizens. This ability cannot 
just be assumed, but will need to be addressed 
throughout the curriculum. 
There is much to this concept of teaching thinking 
skills and several aspects underlie different 
definitions. Presseisen (1985) wrote, "Thinking 
processes are related to other kinds of behavior and 
require active involvement on the part of the 
thinker....thinking is a complex and reflective 
endeavor as well as a creative experience" <p. 43). 
Redding (1990) indicates that teachers: 
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should do more than teach strategies such as 
detecting errors In logic, evaluating evidence, or 
checking for support. The teacher should also 
convey that critical thinking Is dispositional In 
nature. That is, certain dispositions such as the 
tendencies to seek clarity and accuracy, resist 
impulslvity, and remain open-minded, promote the 
use of critical thinking <p.48). 
Arthur L. Costa <n.d.), who has done much work in 
this area, calls for the development of thinking to be 
a goal of education. He states: 
The development of thinking as a goal of education 
is not just kid-stuff. Education will achieve an 
intellectual focus when the school becomes a home 
for the mind for all who dwell there; when the 
total school in an intellectually stimulating 
environment for all the participants; when all the 
schools/ inhabitants realize that freeing human 
intellectual potential is the goal of education; 
when they strive to get better at it themselves, 
and when they use their energies to enhance the 
intelligent behaviors of others Cp.ll). 
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This statement summarizes the Intent of developing 
thinking skills within our schools and why it is 
currently being advocated across the curriculum. 
Magtery—teach\ng. Mastery teaching is another 
instructional strategy which has received a great deal 
of attention. "Combining the psychological elements of 
instruction with suitable amounts of time, mastery 
learning employs formative tests to allocate time and 
to guide reinforcement and corrective feedback" 
(Walberg, 1990, p. 474). Mastery teaching is also 
referred to as Instructional Theory Into Practice model 
which has been developed by Madeline Hunter. This 
theory of instruction is divided into the categories of 
content, teaching behaviors and learning behaviors 
(Weber, 1990). The framework for this model of 
instruction includes: 
1. selecting an objective, 
2. teaching to the objective, 
3. monitoring and adjusting the classroom 
activities, 
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4. instituting the four key principles of 
1 earning: 
a. reinforcement 
b. active participation 
c. retention 
d. motivation (Weber, p. 35) 
Hunter refers to it as a decision-making model and 
emphasizes that al1 the components are not necessary 
for every lesson. She states, "...there is absolutely 
nothing you should expect to see in every lesson and 
nothing you have to do in education-except think" 
(Goldberg, 1990, p.43). This comment is a reaction to 
the criticism of the model as being a checklist and not 
providing the flexiblity needed in teaching. Hunter's 
model is supported by Strong et al. (1990) when 
referring to the ITIP they indicate: 
Both teaching and learning are the results of 
decisions we make in our efforts to construct 
meaning or to help others do so. Since personally 
held theories about learning determine these 
decisions, a teacher's decision making should be 
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based on the best learning theory available (p. 
27). 
It must be kept in mind that the ITIP design 
provides teachers a comprehensive framework for 
decision making to consider in planning lessons. When 
implemented properly, mastery teaching "emphasizes 
planning by ojectlves; Improves teacher's presentation 
skills; is based on psychological principles that have 
achieved widespread, if not universal support; and 
emphasizes checking for understanding, which is crucial 
to learning" (Davidson and O'Leary, p. 30). This lesson 
design can be used successfully in a variety of 
experiential learning activities. It also provides a 
system for "analyzing and developing a common 
vocabulary for talking about the act of teaching" 
(Davidson and O'Leary, 1990, p. 30). 
Developmental learning. The concept is based on 
much of the work of Jean Piaget. Piaget once said, 
"The principal goal of education is to create men who 
are capable of doing new things, not simply repeating 
what other generations have done-men who are creative, 
inventive, and discovers. The second goal of education 
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Is to form minds which can be critical, can verify, and 
not accept everything that is offered" (Ripping and 
Rockcastle, 1964, p.5). "The aim of developmental 
education, then, is to produce thinkers who are 
creative and critical" (Elkind, 1989, p. 115). Elkind 
goes on further to state that the way to pursue this 
aim is by creating developmental1y appropriate learning 
environments that challenge the child's emerging mental 
abilities. 
To better understand developmental learning it is 
important to know the belief systems of its proponents 
relative to different facets of learning. For example, 
deve1opmentalists see the learner as having developing 
mental abilities; sees individual differences in 
ability as differences in rates of intellectual growth. 
Their conception of the learning process is always seen 
as a creative activity and everything we learn has both 
a subjective and an objective component. 
Deve1opmenta1ists believe that the only way to 
understand how children go about learning a particular 
subject is to study them learning. Transfer happens 
when children are actively involved in the learning 
experience. Deve1opmentalists see knowledge as a 
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construction. That Is creating reality out of 
experiences with the environment. This is accomplished 
by creating deve1opmenta11y appropriate learning 
environments that challenge the child's emerging mental 
abilities. "Creative and critical thinking are not 
ski 1 Is to be taught and learned. They reflect a basic 
orientation toward the self and the world that can be 
acquired only when children are actively engaged in 
construction and reconstructing their physical, social, 
and moral worlds" (Elkind, 1989, p. 115). 
Models of learning based on these assumptions 
suggest a sequence of lessons in which exploration 
comes first. Brooks (1990) writes that when using this 
model: 
a teacher designs opportunities for students to 
experience lesson concepts through direct 
encounters with materials or information. The 
teacher next formally Introduces the concept to be 
considered, usually new terms and introducing new 
information and different way of thinking. 
Finally the teacher provides further activities 
that involve the same concepts, (p. 69). 
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Constructivist/developmental learning requires the 
teacher to structure a classroom In such a way as to 
guide students in their learning. It is a dynamic 
situation whereby the teacher is trying to understand 
how students learn in order that s/he may teach them 
more effectively. The teacher then "offers 
intellectual opportunities carefully constructed as 
invitations that maximize the possibility that new 
conceptual learning will occur" (Brooks, p. 70). This 
form of instruction is very much reflective of a belief 
system which truly values the individual. It is also 
compatible with what educators in the 1960s referred to 
as open education. "Open educators tried to foster 
cooperation, critical thinking, constructive attitudes, 
and self-directed lifelong learning" (Walberg, 1990, 
p.473). 
Unfortunately, for a variety of reasons the open 
classroom concept did not meet with a great deal of 
success. However, studies have shown that the open 
classrooms did have worthwhile effects on creativity, 
independence, cooperation, attitudes toward school and 
teachers, mental ability, psychological adjustment, and 
curiosity (Walberg, 1990). Open and developmental 
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classrooms both emphasized the role of the child In 
learning and the use of Individualized Instruction, 
manipulative materials, and diagnostic rather than 
norm-referenced evaluation. These classroom practices 
are compatible with the current research on effective 
classroom. 
Integrated Curriculum. One other strategy which 
is being reviewed is the idea of curriculum 
Integration. This is becoming a focus of education 
because of the fact that so much of what is taught is 
done In small segments and there is not enough time 
given to exploring concepts In depth. Lack of 
curriculum integration will become an even larger 
problem because of the tremendous growth of knowledge. 
There is also a problem with the fragmented schedule 
students have at all levels and the need to make the 
curriculum relevant to the needs of the students. 
"Integrated curriculum attempts should not be seen as 
an interesting diversion but as a more effective means 
of presenting the curricu1um...The curriculum become 
more relevant when there are connections between 
subjects rather than strict isolation" (Jacobs, 1989, 
p. 5). 
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The following represents some beliefs which govern 
the concept of interdisciplinary curriculum: 
1. Students should have a range of curriculum 
experiences that reflects both a discipline-field 
and an interdisciplinary orientation. This is 
because students cannot fully benefit from 
interdisciplinary studies until they acquire a 
solid grounding in the various disciplines that 
interdisciplinarity attempts to bridge. 
2. To avoid the potpourri problem, teachers should 
be active curriculum designers and determine the 
nature and degree of integration and the scope and 
the sequence of study. 
3. Curriculum making is a creative solution to a 
problem, hence, interdisciplinary curriculum 
should only be used when the problem reflect the 
need to overcome fragmentation, relevance, and the 
growth of knowledge (Jacobs, pp. 9-10). 
Porter and Brophy (1988) also support the need for 
Integrated Instruction. They maintain that, "studies 
suggest that some forms of instruction are more 
efficient than others, and in particular, that balanced 
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and Integrated Instruction Is more effective than 
instruction that tries to develop knowledge and skills 
in Isolation from one another or that emphasizes 
certain objectives, but slights other that are equally 
Important" <p. 78). 
Accountabi1ity 
A major consideration in this whole issue of 
restructuring schools and teacher empowerment has to 
with the idea of accountability. At this point in time 
the manner in which schools are measured is generally 
based on the use of standardized testing. This type of 
measurment has considerable effects on what is taught 
and how it is taught. If schools are going to move 
toward the teaching of higher-order thinking skills and 
become more process oriented than product oriented, 
then there will need to be a shift in the manner in 
which schools are measured. There will need to be a 
match between what the schools want to accomplish and 
how such goals can be measured. 
Assessment 
There is much being written today relative to the 
needs for better assessment techniques. This is 
because of the fact that current standardized testing 
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has certain limitations and create negative 
consequences for schools improvement. Livingston et al . 
(1989) does a comprehensive review of the concerns 
relative to standardize testing. They cite a number of 
factors which are presented at this point. For example, 
standardized tests have a profound influence on the 
curriculum. Textbooks are geared to the test 
objectives and teachers are teaching to these 
objectives even if they may be inappropriate. 
Furthermore, there is a tremendous cost associated with 
the purchasing of these material and services which 
might be better spent to improve schools. Valuable 
instructional time is used to prepare for and to 
administer tests and teachers feel a tension because 
they are being instructed to teach content that may not 
be deve1opmental1y appropriate for their students 
because of the test requirements. Teachers contend that 
there is a deprofessionalization of teachers when 
teacher judgment and documentation of student progress 
can be invalidated by a single test score. Another 
Important effect of standardized testing is the 
negative effect of testing on students. Students who 
are tested on skills which they lack readiness for 
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creates an unproductive learning environment 
characterized by failure. This repeated failure breeds 
low self-esteem and negative attitudes toward learning 
(Livingston et al., 1989). 
This concern with the results of standardized 
testing can have a detrimental effect on the manner of 
instruction. Livingston et al. refers to that, but 
Shepard (1989) extends on one dimension of that in her 
writing. She indicates that if teachers believe they 
and their students are going to be measured by a series 
of multiple-choice questions, then there will be 
emphasis on preparing students to use such formats. 
This then creates a situation in the classroom which 
is skills oriented and is characterized by endless 
drill. This type of instruction is contrary to the 
concept "that learners gain understanding when they 
construct their own knowledge and develop their own 
cognitive maps of the interconnections among concepts 
and facts" (Shepard, 1989, pp.5-6). These reasons touch 
upon why there the whole issue of assessment will need 
to be addressed if school restructuring is going to 
happen. 
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Arthur L. Costa (1989) summarizes the dilemma very 
well in an article written for Educational Leadership. 
He believes there will be a need to determining 
assessment based on the needs of the individual 
schools. "In the restructured school, accountability 
will be related more closely to the concerns of 
students, teachers, and parents. Assessment data will 
be used as feedback for reflective practice and as the 
basis for cooperative decisions about curriculum and 
instruction" (Costa, 1989, p.l). 
Mr. Costa also calls for an expansion of the range 
and variety of asssessment techniques which will need 
to include teacher assessment. There will be a greater 
emphasis on direct observation by teachers and their 
input into assessment of student's growth. The other 
types of assessments used would include portfolios of 
student work, long-term projects, journals, student 
interview, videotapes of student performance, and 
writing samples. This variety of data will provide a 
more reliable indication of student growth than does a 
standardized test score. It will also necessitate the 
educators involved to constantly evaluate the 
curriculum in order to be certain that there is an 
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alignment of curriculum goals, instructional 
strategies, and assessment activities. 
However, one major problem to overcome prior to 
this redirection of assessment will be a need to 
educate all those affected by the educational system 
regarding the consequence of the current manner in 
which schools are measured. "We must re-educate 
legislators, parents, board members, and the community 
to help them understand that standardized test scores 
are inadequate indicators of the quality of schools, 
teachers, and students" CCosta, 1989, p.l). This in 
itself will be a difficult task. Regrettably, as David 
Elkind (1989) maintains: 
"...educational practice is dictated more by 
social, political, and economic considerations 
than it is by science. Unfortunately, a major 
shift in educational philosophy is more likely to 
come as a result of economic necessity than as a 
result of scientific innovation (Elkind, p. 117). 
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Bureaucratic Accountability 
The current focus on standardized curriculum and 
testing has created a situation within the schools 
which is the antithesis of the entire school 
restructuring model. Grument (1989) observes that 
"recent efforts to standardize curricula and teaching 
have seriously undermined the possibility of an 
individuated, self-determined way of working" (p.21). 
The testing movement collapsed curriculum into cram 
sessions, the back to basics movement brought a deluge 
of dittos and of standardized materials. This is the 
loop educators find themselves in at the present time. 
The purpose of this section will be to describe 
bureaucracy as it affects schools. This bureaucracy 
contributes to the problem of school improvement and 
therefore it needs to be understood. 
A definition of bureaucratic accountability states 
that "agencies of government promulgate rules and 
regulations intended to assure citizens that public 
functions will be carried out in pursuit of public 
goals voiced through democratic and legal processes" 
(Dar1ing-Hammond, 1988, p.9). The way this is 
implemented in the schools is as follows: 1. Schools 
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are agents of government that can be administered by 
hierarchical decision-making and controls; 2. Policies 
are made at the top of the system and handed down to 
administrators who translate them into rules and 
procedures; 3. Teachers follow the rules and procedures 
and students are processed according to them. This 
approach is intended to foster equal and uniform 
treatment of clients, standardization of products or 
services, and to prevent arbitrary or capricious 
decision making (Dariing-Hammond, 1988). 
These procedures work reasonably well, when goals 
are agreed upon and clearly definable, when procedures 
for meeting the goals are straightforward and feasible 
to implement, and when following these procedures is 
known to produce the desired outcome in all cases 
(Dar 1 i ng-Hammond). One who is familiar with schools 
can readily determine that this type of accountability 
will break down in a setting as diversified as a 
school. Dar1ing-Hammond list certain assumptions 
relative to education which are the basis for this 
bureaucratic arrangement. They are: that students are 
sufficiently standardized and will respond in identical 
and predictable ways to the treatments devised by 
267 
policy makers; that sufficient knowledge of what 
treatments should be prescribed is both available and 
genera1izab1e to all educational circumstances; that 
this knowledge can be transferred into standardized 
rules of practice; and that administrators and teachers 
will faithfully implement the prescriptions. 
This bureaucratic model is not one which 
recognizes the professionalism of teachers. Teachers 
are seen as functionaries rather than well-trained and 
highly skilled professionals. The result of this 
bureaucratic model is that little investment is made in 
teacher preparation or professional development. "As a 
consequence, teachers cannot be held accountable for 
meeting the needs of their students; they can only be 
held accountable for following standard operating 
procedures. The standard of accountability is 
compliance rather than effectiveness" CDar1ing-Hammond, 
p . 11). 
This bureaucratic model which is very much a part 
of the majority of school systems denies the research 
relative to the type of learning environments which are 
most productive for students. Linda Dar1ing-Hammond 
conceptualizes this idea when she states: 
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The problem with the bureaucratic solution to the 
accountability dilemma in education is that 
effective teaching is not routine, students are 
not passive, and questions of practice are not 
simple, predicatable, or standardized. We now 
know that effective teaching techniques vary for 
students with different learning styles, at 
different stages of cognitive and psychological 
development, for different subject areas, and for 
different instructional goals. Consequently, we 
can no longer pretend that it is sufficient to 
treat students as raw materials and teachers as 
factory workers (p.12). 
This then leads to how can schools be more accountable 
if the bureaucratic form of accountability is no longer 
effective? The answer to that question rest with the 
professionalization of teachers/educators. 
Professional Accountability. 
The definition for professional accountability 
differs from bureaucratic accountability in that 
decisions relative to the practice of the profession 
are delegated to members of the profession. 
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Governments may create professional bodies and 
structures to ensure competence and appropriate 
practice in occupations that serve the public and may 
delegate certain decisions about the occupational 
membership, standards, and practices to these bodies" 
(Dariing-Hammond,1988, p.10). 
What this means is if educators wish to be 
considered professionals rather than bureaucrats, then 
there will need to be a greater energy put toward 
emulating a model of professionalism. According to 
Dariing-Hammond, professionalism depends on the 
affirmation of three principles: 
1. Knowledge is the basis for permission to 
practice and for decisions that are made with 
respect to the unique needs of clients; 
2. The practitioner pledges his first concern to 
the welfare of the client; 
3. The profession assumes collective 
responsibility for the definition, transmittal, 
and enforcement of professional standards of 
practice and ethics (p.12). 
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Accountability of a professional nature is 
knowledge based and is always client oriented. 
Professional are obligated to do whatever is best for 
the client and not what is most expedient. They are 
also obligated to base a decision on available 
knowledge and this will need to include personal 
experience as well as Information from Journals, 
seminars, and specialty training. Professional 
occupations that require discretion and judgment in 
meeting the unique needs of clients, need to guarantee 
the competence of members in exchange for the privilege 
of professional control over work stucture and 
standards of practice (Dar1ing-Hammond). 
Despite the idea that teaching is considered a 
profession at this time, much would need to be done to 
align with the philosophy and practices of other 
professions according to Dar1ing-Hammond's work. Her 
description of professionalism provides a framework by 
which educators can structure experiences and practices 
for teachers which would move the teaching profession 
toward greater professionalism. This whole study of 
teacher empowerment supports a movement in that 
direction. 
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Relationship of Teacher Empowerment and 
Improved Learning Environments 
This entire section has dealt with the issue of 
improved learning environments. It has attempted to 
take the current research on the elements of learning, 
current pedagogy, effective forms of assessment, and 
futurist educational needs and incorporated them into 
an overview characteristic of quality education. There 
is significant information available in this section 
and well there should be because of the topic of 
discussion. The main rationale for restructuring 
education is to develop improved learning environments. 
It will be this writer's goal at this time to show that 
there is a correlation between improved learning 
environments and teacher empowerment. 
To begin this discussion it might be helpful to 
review the current research on what constitutes good 
teaching. Porter and Brophy (1988) indicate that good 
teaching is fundamental to effective schooling. Their 
studies conducted for the Institute for Research on 
Teaching have a picture of effective teachers as a 
semi-autonomous professionals who: 
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are clear about their instructional goals; are 
knowledgeable about their content and the 
strategies for teaching it; communicate to their 
students what is expected of them and why; make 
expert use of existing instructional materials in 
order to devote more time to practices that enrich 
and clarify the content; are knowledgeable about 
their students, adapting Instruction to their 
needs and anticipating misconceptions in their 
existing knowledge; teach students metacognition 
strategies and give them opportunities to master 
them; address higher, as well as lower-level 
cognitive objectives; monitor students' 
understanding by offering regular feedback; 
integrate their instruction with that in other 
subject area; accept responsibility of student 
outcome; are thoughtful and reflective about their 
practice (Porter and Brophy, p.75). 
These findings are a partial summation of 
recurring themes throughout the educational research 
and literature. The point this writer would like to 
make is that in order for teachers to conduct their 
273 
classes In a manner which Is congruent with the 
research, then teachers must be given the opportunity 
to exercise their professional Judgment. The problems 
which are Inherent In teaching require the use of 
professional judgment and decision making rather than 
adoption of some routine procedure. "Effective school 
learning requires good teaching and good teaching 
requires professionals who exercise judgments in 
constructing the education of their students" (Porter 
and Brophy, p. 74). 
Rodriguez and Johnstone (1986) also points out the 
relationship between improved instruction, higher 
achievement, and the role of teachers in this process. 
They contend: 
If schools are to increase student achievement, 
they must stop ignoring the primary source of 
student learning: teachers. Research and 
professional literature today carry the message 
that until we treat teachers as professionals, we 
cannot expect them to contribute as professionals 
to the school organization. Furthermore, if 
teachers are to become partners rather than 
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adversaries in efforts to create improved learning 
conditions in our schools, they must be Involved 
in planning, decision making, and goal setting. 
For their involvement to be meaningful, teachers 
must first be provided staff development programs 
and opportunities that will prepare them for this 
participation and motivate them toward higher 
levels of self-actualization (p. 94). 
This statement embodies much of what teacher 
empowerment represents and why it. is important. 
Teachers are essential to the success of the 
educational system. There needs to be a multi-faceted 
approach to involving them in the decision making, but 
also providing opportunities for professional 
development. Teachers with high levels of cognitive 
growth provide a greater range of teaching environments 
to students and their teaching is characterized by a 
wider variety of teaching strategies and methods (Hunt 
and Joyce, 1967). There is also research by Harvey 
(1966) which indicates that students of teachers with 
higher levels of cognitive complexity tend to achieve 
more than students of teachers with lower levels. This 
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point is made to support the need to have knowledgeable 
and professional teachers working in our schools and 
not Just functionaries as has been the stereotype of 
teachers under a bureaucratic organizational format. 
Teaching is a highly complex profession. The 
concept of teacher empowerment recognizes this and 
hence the importance of teachers to the restructuring 
of schools and the improvement of learning 
environments. It is going to be the task of educators, 
community leaders, legislatures, and other interested 
citizens to understand and acknowledge this fact and 
then provide the support which is needed to implement 
the many facets of school restructuring which is 
affected by it. Madeline Hunter in an interview with 
Mark F. Goldberg (1990) also sees the need for the 
public to better understand the role of teachers. She 
states, "I hope I live to see public recognition of the 
incredible complexity of teaching" (p.43). She goes on 
further to say, "If I could have my wish, I would hope 
my work would help move teaching from a craft to a 
profession based on research translated into artistic 
practice, where the professional is a decision maker 
and where that professional never stops learning" 
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(p.43). This Is the projected direction of the 
teaching profession, but there will need to be sustain 
support and effort toward this goal if teaching Is to 
become a true profession. 
Conclusions 
Teacher empowerment will improve Instruction 
because teachers will be more focused on Improving the 
learning environments within their school. In schools 
characterized by teacher empowerment, there is a 
greater level of teacher participation. Participation 
is defined as the mental and emotional involvement of a 
person in a group situation that encourages the 
individual to contribute to group goals and to share 
responsibility for them. There is ego- i nvol vement and 
ownership in the process (Owens, 1981). 
Where there is this high level of teacher 
involvement, teachers engage in frequent and 
increasingly concrete, precise talk about teaching 
practices; teachers are frequently observed and are 
provided with useful critiques; teachers plan, design, 
research, and prepare teaching materials together; and 
teachers teach each other the practice of teaching. 
When there is relevant participation by teachers there 
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is a greater prospect that the interaction will 
Influence teachers' practices and school successes 
(Little, 1982), Improved Instruction, therefore, 
becomes one of the end results of teachers working in a 
collaborative setting. 
Another relnforcer to this concept is the 
competence motive that teachers, as well as others, 
seek. In teachers the competence motive Is expressed 
as desire for job mastery and professional growth. 
Teachers are motivated to apply their abilities and 
competencies against the problems of the task. Each 
success reinforces their image of being personally and 
professionally worthy. These teachers continually seek 
reinforcement for their competency needs as well as 
expressions of autonomy and self-actualization. 
Success seekers give extraordinary performances on 
behalf of youngsters and school goals. Achievement, 
recognition, the task Itself, increased responsibi1ity, 
and advancement lead to increased performance as these 
teachers focus on growth approach needs (Sergiovanni 
and Carver, 1980). Teacher empowerment can become a 
format for helping these changes to occur. 
CHAPTER FOUR 
SUMMARY AND CONCLUSIONS 
Summary 
This study focused on the concept of teacher 
empowerment and its role in the school restructuring 
movement. The purpose of the study was to provide 
future researchers and practitioners a structural 
framework in order to examine and explore the varied 
facets of teacher empowerment and its possible effect 
on school Improvement. Each section of the analysis 
explored a different aspect of teacher empowerment and 
its possible effects on educational systems and school 
restructuring. The areas of study included: school 
organizations, school leadership, the role of teachers 
in the teacher empowerment movement, and the possible 
implications of teacher empowerment on learning 
environments. 
Teacher empowerment and school restructuring 
represent a new vision for schools. More and more 
people associated directly or indirectly with the 
schools are beginning to understand that the schools 
wl11 require more than a cosmetic approach to reforms. 
279 
There will need to be a reappraisal of the organization 
of the school, as well as, the instructional strategies 
and the learning environments. There is a greater 
understanding and appreciation that there no longer can 
be simp 1istic solutions offered to complex problems 
(Orlich, 1989). 
It is the opinion of this writer that the 
empowerment of teachers is an integral part of any of 
the school improvement efforts which are currently 
being discussed. It has been the task of this 
researcher to explore the concept of teacher 
empowerment and then show the connection between 
teacher empowerment and the different aspects of school 
restructuring. This summary section will highlight the 
findings of this study. 
Teacher Empowerment 
The term teacher empowerment is applied to the 
process of strengthening the teacher profession by 
providing teachers access to knowledge and 
decision-making opportunities within the school 
(Maeroff, 1988). Teacher empowerment is also described 
as encouraging teachers to have an internalized locus 
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of control in order to give them the freedom, 
authority, and responsibility to act within the 
framework provided by policy and law. This provides 
teachers with the opportunities to make decisions 
within one's area of professional expertise (Frymier, 
1987) . 
Today u cducaLional 1iterature relative to teacher 
empowerment suppports a greater participation of 
teachers in goal setting, problem solving, and decision 
making. This idea is based on the understanding that 
due to teachers' proximity to students and their 
learning environments they have much to offer efforts 
toward school improvement. The other major reason to 
involve the teachers in this planning is because they 
will be the ones who will implement any changes within 
the classroom. People who are being asked to change 
need to have some form of ownership in the change 
process. This can be provided by providing formats to 
involve teachers in the process. 
This movement toward greater participation of 
teachers in the leadership functions of the schools is 
based on the literature and the research in the 
business community. Leading American corporations have 
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taken the lead in this area and have had successful 
results in the greater use of participative management. 
This has added momentum to studies within the field of 
education on how these ideas can be implemented to 
improve schools. 
Teacher empowerment is fundamental to school 
restructuring. It is an opportunity to provide 
enabling environments for teachers by involving them in 
the decisions which will directly or indirectly affect 
them. Teachers will need to have more access to: 
frequent collegial interactions about complex problems; 
knowledge required to enhance professional development; 
and basic resources necessary for the performance of 
their Jobs (Elmore 1988). Teachers will need to become 
more involved in formulating staff development needs, 
identification of school-re 1ated goals, 
problem-solving, and decision making. 
The educational literature offers a variety of 
ways to involve teachers in the school organization. 
The reason for this is an underlying assumption that 
this type of involvement will Improve schools. Ann 
Lleberman discusses the possibilities for a 
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restructured profession. She list the following as 
efforts which will need to be made: 
building col 1eagueship among teachers who have 
been isolated in order that they can share common 
problems and develop collective solutions; provide 
greater recognition and status for teachers who 
have suffered too long from the mythological and 
oversimplified definition of their work; a need to 
build a school structure that permits teacher 
autonomy, flexibility, and responsibility and also 
provides resources for teaching and learning; and 
the need to reshape teaching as an occupation to 
encourage young people to become teachers and more 
experienced teachers to share their expertise 
(Lieberman, 1988a, p.8 ). 
Teacher empowerment reflects a more collaborative 
approach to the operation of the schools. A 
collaborative school atmosphere will afford teachers 
opportunities to build networks and bond with one 
another as they work toward mutual goals. This bonding 
is most likely to happen when teachers are similarly 
enthusiastic about ideas and can turn to each other for 
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support and encouragement (Maeroff, 1988c). This type 
of atmosphere breaks down the Isolation and 
competitiveness which is characteristic of teaching. 
It will also add to a greater professionalism of 
teaching by using this support system to focus more 
strongly on the needs of the students. 
School Restructuring 
School restructuring is based on the assumption 
that improving educational productivity requires a 
restructuring of the entire educational system. 
Discussions relative to restructuring revolve around 
ideas such as: greater site management and autonomy, 
more flexibility and variability in the organization of 
schools, greater teacher participation in school 
decision-making, the decentralization of decision 
making, and the deregulation of schooling (Cohen, 
1988). The main purpose of this whole restructuring 
movement is to improved learning environments for 
students. 
Through the years, groups and individuals have 
discussed the need for school reform in order to better 
meet educational goals. It is not a new topic. As each 
group reports on the inadequacies of the American 
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educational system, suggestions are made and new 
pedagogical theories are formulated and placed upon the 
school. For a period of time, there is experimentation 
with these new methodologies and depending on the 
teachers and the leadership, adjustments are made in 
the schools. Some of the changes remain, but many 
others are discontinued when the person within the 
school who advocated those theories leaves. What many 
times happens is that teachers close their classroom 
doors and continue to teach the way they have always 
taught. This reflects that "the real power in schools 
is the power of teacher consent" (Common, 1988, p.342). 
School reformers must deal more effectively with this 
reality. 
This is mentioned because the current school 
improvement effort is the most recent of many previous 
endeavors. There is an inherent difficulty in achieving 
change and reform in education and there have been 
numerous attempts at modifying educational practices in 
order to better meet educational goals. The task is 
even more complex today because of the nature of the 
society In which this change will need to take place. 
The United States is a very diversified nation. It is 
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multicultural and those who advocate school reform will 
need to be sensitive to this fact when developing plans 
for school improvement. 
Furthermore, there Is a need to recognize the fact 
that the American society is in a state of transition. 
Any effort at school improvement wl11 need to take into 
consideration the changes which are taking place within 
our culture at the present time. In the past, 
educators have accommodated the changes within the 
society and have been more reactive than proactive. 
Educators will need to deal more effectively with 
projecting future needs of the school and being in a 
position to be leaders of the change process rather 
than reactors to it. This will enable those involved in 
the schools to be better prepared to meet the needs of 
students. 
This can begin by implementing programs within the 
school which are philosophically congruent with teacher 
empowerment. These programs also need to be reflective 
of future societal directions which are being 
documented in books such as John Naisbitt/s, 
Megatrends. This is because a number of Naisbitt's 
projections have a direct impact on the schools and can 
286 
provide a template for school restructuring through the 
empowerment of teachers. 
For example, Nalsbitt discusses the move from a 
national economy to a world economy. This particular 
trend is one of the main reasons for the focus on 
school reform. The United States is having a difficult 
time being competitive within the world markets. This 
concerns American businesses and political leaders and 
this fact alone will be enough to keep the continual 
focus on improvement of the educational system. 
Nalsbitt also discusses: the movement from an 
industrial to an informational society; the fact that 
organizations will become more decentralized; democracy 
will become more participatory rather than 
representative; emphasis will be on long-term goals as 
opposed to short-term goals; and hierarchies will be 
replaced by networking (Naisbitt, 1984). Each of these 
changing positions can be directly related to the 
restructuring movement which is now being focused on as 
a means of school improvement and which advocates a 
strong commitment to teacher involvement. This is 
because restructuring efforts tend to be concerned with 
creating structures, processes, and conditions for 
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change (Jenks and Shaw ,1988). This Is what makes 
school restructuring such a potentially significant 
innovation Its emphasis on providing a structure for 
dealing with the uncertainty of future demands. A 
dynamic process for dealing with future challenges is a 
substantial improvement over the traditional 
bureaucratic procedures for dealing with school 
problems. 
School Organizations 
The literature in this area strongly suggests the 
need to re-evaluate how school organizations are 
structured. Traditionally the schools were modeled 
after organizational structures which were prevalent 
during the industrial era. These organizations were 
hierarchial, authority-based, and centralized in 
nature. Today's organizational literature suggests 
that there is a need to move toward a decentralization 
of organizations. Such decentralization is needed 
because there is more of an emphasis on flexibility, 
access to information, and developing and enhancing the 
human dimensions of the organization. 
Flatter organizational structures will need to be 
developed in order to provide for this greater access 
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to Information. Schools have traditionally been very 
centralized with information flowing from central 
administration to the schools. The trend is now to 
develop formats for Information to flow in all 
directions. This is because the new source of power in 
an informational society" will be knowledge. There is 
a need to help people have access to information and to 
make this information meaningful in order that it can 
be used effectively (Naisbitt, 1984). 
The educational literature in this area strongly 
supports this direction. Today there is also greater 
awareness that the needs of the individuals within the 
organization have an effect on addressing the goals of 
the organization. There is an interrelationship which 
needs to be acknowledged and provided for by change 
agents. One way that this is being addressed in the 
schools is through greater emphasis on collaborative 
work environments. This greater participation of staff 
creates opportuntles for networking and bonding among 
staff members. 
One form of shared-governance being implemented at 
this time is the concept referred to as School-Based 
Management (SBM). SBM is a process that involves the 
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individuals responsible for Implementing the decision 
in the actual process of making those decisions. SBM 
requires training, time, access to information, new 
budget practices, and improved communication (AASA, 
1988). There are a number of shared leadership 
projects currently being implemented throughout the 
United States. These pilot programs are attempts to 
utilize the research and literature relative to 
organizations, leadership, and learning environments to 
determine their effectiveness. Unfortunately, not 
enough time has elapsed in these many projects to 
evaluate their success. These projects do hold 
promise, but there is still much which needs to be done 
in this area. Change of this magnitude will take from 
five to ten years to implement. The key will be to 
continue to work toward improved educational 
environments and to remain encouraged. 
Leadership 
The research on leadership also supports a 
movement toward more democratic organizational 
structures. The research suggests that there is a need 
for leaders to become more nurturing and supportive; a 
need for leaders to develop more responsive 
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communication systems within the organization; and the 
model of a single leader may be declining in favor of a 
coalition of leaders. Furthermore, there is a movement 
toward developing leaders who inspire people rather 
than who order people (Kanter, 1981). 
The literature on leadership refers to the concept 
of visionary leadership. These leaders are capable of 
emphasizing the organization basic purpose and being 
able to communicate this purpose actively and 
effectively to their staff. This is important because 
of the need for the staff to become committed to the 
vision of the organization. This commitment to vision 
at all levels of the organization is essential to 
shared leadership plans. The belief is if the 
individuals within the organization have mutual 
professional goals which match the mission of the 
school, then this will allow more flexibility on how 
the goals are accomplished. 
Sergiovannl (1987b) believes that when leaders 
emphasize purposing and convenants they are essentially 
working to bond individuals within the organization. 
This creates a situation whereby the teachers come to 
view themselves as members of a strong culture that 
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provides them with a sense of importance and 
significance and therefore their work become more 
meaningful. The result is increased intrinsic 
satisfaction and hence greater motivation (Serglovanni, 
1987a). This form of involvement from people 
transcends leadership styles which manipulate people in 
order to accomplish the tasks of the organization. 
Leaders of this description will need to have high 
levels of self-esteem. This is an important concept 
when viewing the role of leaders because these feelings 
of self-esteem affect their belief system. Leaders 
with high self-esteem have the ability to view problems 
as challenges, are generally optimistic in nature, have 
confidence that other people are generally honest and 
well-intentioned, and believe their efforts will meet 
with success CSniderman, 1975). One cannot 
underestimate the importance of this element of 
self-esteem in attempting to understand the dynamics of 
leadership especially in the context of viewing future 
leaders and the focus on shared leadership. 
Learning Environments 
The most compelling reason for teacher empowerment 
and school restructuring is the potential these ideas 
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offer to the improvement of learning environments for 
students. Cohen (1988) reflects, "_the primary 
rationale for restructuring schools lies in the need to 
improve the productivity of the educational system in 
general, and in particular, student acquisition of 
higher order thinking skills" (p.7). 
Schools need to be improved. The statistics 
abound relative to the shortcomings of public 
education. The report, ft Nation Prepared: Teachers for 
the 21st Century asserts that, "If our standard of 
living is to be maintained, if the growth of a 
permanent underclass is to be averted, if democracy is 
to function effectively into the next century, our 
schools must graduate the vast majority of their 
students with achievement levels long thought possible 
for only the privileged few" (p.21). This is not 
currently happening. To add to the difficulty, the 
demographic changes in the United States indicate there 
will be more and more children in our schools who are 
poor, minorities, and are not fluent in the English 
language. Educational success with these children has 
not been very prevalent in the past. This is another 
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indication of the depth of the problem facing public 
education today. 
The research in the area of learning had certain 
recurring themes. For example, there is certainly a 
high regard for students to develop critical thinking 
skills. This is consistently mentioned throughout the 
literature. It is believed because of the dynamic 
nature of future societies, children and citizens will 
need to be able to think critically and creatively. 
There is also a greater emphasis on co-operative 
learning and the need to develop in children the 
ability to work together. Along with this is the 
realization of how central the child is to the learning 
experience. There is a renewal of the need to have the 
learning experiences be child-centered. Educational 
literature is moving toward a more developmental 
approach to learning. A more holistic approach to 
teaching and learning is being stressed. This would 
create more flexible learning environments with a more 
integrated approach to curriculum. These learning 
environments would also incorporate a process approach 
which encourages the active seeking of knowledge by 
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each student with the emphasis on learning how to 
1 earn. 
These ideas relative to learning environments are 
presented in this dissertation in order to accomplish 
two goals. The first goal was to provide a synthesis 
of the current research and 1lterature on the subject 
because improved learning environments is the 
underlying reason for any discussion of change in the 
educational community. If what is currently being 
accomplished in the classrooms was being successful, 
then none of the prior discussion would have been 
necessary. However, such is not the case. Many 
teachers are still instructing their students in a very 
traditional manner with little regard for the current 
research and literature. The review of the literature 
on this topic can provide a structure for future 
discussions relative to change within the classroom. 
The second goal for presentation of this 
information was to make a connection between Improved 
learning environments and teacher empowerment. If the 
goal of the American educational system is to prepare 
thoughtful , reflective, and Intel 1igent citizens then 
it will be necessary to examine the means by which this 
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will be achieved. Currently in jeopardy is not merely 
the ability of students to be creative, but their very 
capacity for higher-level thinking skills. If the 
educational system Is to prepare students to meet the 
responsibilities of being a democratic citizen, which 
means being capable to make thoughtful and Informed 
decision, then there is an assumption that students 
need to have a precondition to critical thinking 
(Aronowitz and Giroux, 1985). 
Aronowitz and Giroux (1985) believe that this is 
not taking place at the present time because of the 
disempoverment of teachers. It is their contention 
that there is a need to restructure the nature of the 
teacher's work and this can be done by thinking of the 
teacher as an intellectual. An intellectual is one who 
is critical, creative, and contemplative. An 
Intellectual is also one who examines, ponders, 
wonders, theorizes, criticizes, and imagines the world 
of ideas (Aronowitz and Giroux, 1985). If this is the 
type of person who should be instructing the nation's 
youth, then teacher empowerment can be a powerful 
vehicle for beginning this most Important process. 
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The research strongly suggests that effective 
classroom practices cannot be implemented without 
providing teachers with more opportunities to use their 
professional judgment. The challenges teachers are 
faced with on a daily basis require the use of 
professional judgment rather than the adoption of some 
rountine procedures. "Effective school learning 
requires good teaching and good teaching requires 
professionals who exercise judgments in constructing 
the education of their students" (Porter and Brophy, p. 
74). Teaching is a highly complex profession. The 
concept of teacher empowerment recognizes this and 
hence the importance of teachers to the restructuring 
of schools and the improvement of learning 
environments. 
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Cone 1 usions 
This research paper has investigated the 
educational research and 1iterature and based on that 
information has developed a vision around the concept 
of teacher empowerment. This vision depicts a 
revitalized profession which finds educators working 
together while striving toward the improvement of 
educational opportunities. These improved learning 
environments demonstrate that all individuals have 
worth and there is a belief that every person can 
learn. These restructured schools are organized in a 
manner which reflect democratic values and these values 
permeate the entire school culture. 
Change of this magnitude will not be accomplished 
easily. There are tremendous barriers which will need 
to be surmounted. The first obstacle will be 
acknowledging the role teachers have in this vision. 
There will be resistance to the concept from a variety 
of sources. However, if the schools are considered a 
communities of learners, and if learning has equal 
importance to administrators, staff, and students, then 
the manner in which improved learning environments is 
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accomplished will reflect the importance of the 
resources each individual can bring to the task. 
Historically, this has not been the case. 
Teachers have been considered low-level employees whose 
main function is to Implement reforms decided by 
experts in upper levels of state and educational 
bureaucracy (Aronowitz and Giroux 1985). The refusal to 
recognize the importance of teachers in any attempt to 
revitalize the public educational system has been the 
main reason for past failures of school reform efforts. 
Offering solutions which Ignore the role of teachers in 
preparing learners to be more active and critical 
citizens negates the intelligence, experience, and 
judgment that teachers bring to the issues. Tt. also 
serves to erode the power teachers have over the 
conditions of their work and has serious ramifications 
for classroom environments. 
In conclusion, the rationale for the teacher 
empowerment concept is a growing awareness that 
positive educational change cannot take place without 
the meaningful Involvement of teachers. The educational 
literature discusses school reform, school 
revitalization, and school restructuring. In every new 
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initiative there is an appreciation for the need to 
rethink previous relationships within the school. Ken 
Michaels states this very clearly in an article written 
^or Educat\ona 1—Leadership on the subject of school 
reform. Michaels writes: 
The clear message of the second-wave reform is 
that we need to examine our basic philosophic 
beliefs about teaching, learning, the nature of 
human beings, and the kinds of environments that 
maximize growth for teachers and students alike. 
We need to sort out our values, develop new belief 
systems, and ultimately create schools that 
educated as well as train, schools that foster 
learning in all the ways it can occur. In fact, 
the primary task of the teacher should be to 
structure the events and activities so as to bring 
young human beings to the threshold of commitment 
to learn (Michaels, 1988 p.3). 
300 
This cannot be done in the old ways with the old 
structures and with the old belief systems. There will 
-need to be a commitment to the concept of empowerment, 
not only for students, but for teachers and other staff 
associated with the school. This process of 
empowerment, which is concerned with the development of 
human resources, must begin with those who have been 
given the responsibility for developing the human 
potential of society's youth, the teachers. 
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